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ABSTRACT 
 The purpose of this study was determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  To assess 
the impact, a quasi-experimental research design was used.  Five groups of ninth grade Teen 
Living students in four different schools in Northern Idaho participated.  Teen Living is an 
exploratory Family and Consumer Sciences course offered to ninth grade students in Idaho.  
To create a connection between leadership development and the developmental needs of 
early adolescents—physical, intellectual, and socioemotional—junior high school family and 
consumer sciences curriculum affords students the opportunity to solve real-life problems.  
This study incorporates the current social issue of childhood obesity by utilizing resources 
developed by the American Association of Family and Consumer Sciences in partnership 
with the Charles F. Kettering Foundation.  The “Sizing Up America:  Public Policy Obesity 
Deliberation Guide” (Williams, Hartough, Miles, & Braun, 2005) was used by junior high 
school students to deliberate the issue with parents/guardians, peers, and community 
members in order to outline strategies that could be used to reduce childhood obesity.  Prior 
to and upon completion of participating in the treatment or traditional curriculum unit, 
students completed the Student Leadership Practices Inventory-Self (Kouzes & Posner, 
2006).  Once data were collected, data analysis focused on student attributes, the reliability of 
the Leadership Practices Inventory-Self, and correlation between the pretest total LPI scores 
and student attributes, and the impact of the curriculum and integrated public forum on the 
LPI posttest scores.  Findings related to the curriculum impact on LPI posttest scores 
indicated that the experimental leadership curriculum appeared to account for 12-20 percent 
 ix 
of the differences in LPI posttest scale scores between the experimental and control groups.  
Based on the findings of the current research, it is evident that the integration of a leadership 
opportunity into a family and consumer sciences junior high nutrition and wellness 
curriculum increases the development of leadership practices by ninth grade students.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 1 
CHAPTER 1.  INTRODUCTION 
 
Background for the Study 
 
Leadership development is an important, but often overlooked facet of youth 
development and education (MacNeil, 2000).  The development of adolescent leadership 
practices contributes greatly to the positive development of adolescents and their 
communities (Fertman & van Linden, 2003).  Leadership skills such as goal-setting, 
problem-solving and sound decision-making are not just necessary for leaders—these skills 
are needed for success in today’s world (MacNeil, 2000).  Furthermore, helping adolescents 
develop leadership competencies prepares them to solve community problems and enhances 
their civic engagement and participation (O’Brien & Kohlmeier, 2003).   
 Civic engagement for adolescents is a desirable activity that will strengthen our 
society and prepare youth to be good citizens in the future (Stoneman, 2002).  Adolescents 
are impacted by issues facing society differently than adults, therefore, decisions made 
guiding society would be better informed if adolescents participated in the decision-making 
process.  Specifically, application can be made to schools, foster care, criminal justice 
systems, youth programs, drug education and prevention programs, children’s health care and 
public policy decisions, after school programs, and others.   
 Not only do adolescents need to be included in these decisions, but also attention 
needs to be given to the development of adolescents as ethical, skilled, highly committed 
young leaders willing to take on all levels of local and national responsibility for building the 
best possible society (Stoneman, 2002).  This will require a deliberative effort by adults 
generally, and family and consumer sciences professionals specifically.  Stoneman (2002) 
recommends that good leadership is needed at all levels of society beginning with 
adolescents.   
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 The field of family and consumer sciences requires leadership at all levels of society 
in order to purposefully achieve its mission identified by Marjorie Brown (1985), a renowned 
scholar in FCS: 
The mission of our field is to enable families both as individual units and generally as 
a social institution, to build and maintain systems of action which lead (1) to maturing 
in self-formation and (2) to enlightened, cooperative participation in the critique and 
formulation of social goals and means for accomplishing them (p. 548).   
 
Family and consumer sciences (FCS), as part of the United States educational system, serves 
the purpose of providing learning experiences that help students explore career areas and 
prepare for employment and independent living. FCS education programs include real-life 
situations in classrooms and laboratories, as well as cooperative education and experiential 
educational opportunities.  Curriculum in family and consumer sciences programs includes 
materials that focus on the development of basic skills, along with thinking skills, personal 
qualities, individual goals, and teamwork skills.  In addition, workplace competencies and the 
specific skill competencies required for various occupational areas are addressed, along with 
core skills that can be generalized to different life and work situations (Jenkins, 1999; Scott 
& Sarkees-Wircenski, 2001).  
 Adolescent leadership development research provides evidence there is a need for 
instructional materials to enhance leadership practices in all students, but especially in those 
students who have not had the opportunity to develop these skills (Ricketts & Rudd, 2002).  
Leadership practices training in family and consumer sciences programs can serve the 
leadership needs of adolescents regardless of their career objective.  Adolescents provided 
with leadership development training have the opportunity to develop interpersonal, technical 
and technological skills, competence in applying general education to the workplace, 
teamwork, and effective communication skills, which are required for employment.  Young 
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leaders also demonstrate higher career aspirations, increased self-esteem, and improved high 
school completion rates (Bloomberg, Ganey, Alba, Quintero, & Alcantara, 2003).   
 By supporting and engaging adolescents in leadership integrated opportunities, adults, 
organizations and communities experience direct benefits, through stronger connections to 
adolescents in the community (Zeldin, McDaniel, Topitzes, & Lorens, 2001).  Adolescents 
then have a greater understanding of the problems facing other youth and society, and fresh 
perspectives for how to address these problems (DesMarais, Yang, & Farzanehkia, 2000; 
McGillicuddy, 1991; Zeldin, McDaniel, Topitzes, & Lorens, 2001).  Additionally, 
adolescents help to re-energize adults and counteract negative stereotypes of youth when they 
are successfully engaged in leadership within their communities (Fiscus, 2003; Zeldin & 
Camino, 1999).   
 A primary concern of family and consumer sciences educators is to provide learning 
experiences that contribute to the welfare of individuals and families with a central theme 
focusing on human problems impacting society.  In developing adolescent leadership 
practices, FCS educators can address the previous goal by providing a broad range of 
context, which allows young people to learn and develop leadership in the real world with 
diverse and unfamiliar groups (DesMarais, Yang, & Farzanehkia, 2000; Gardner, 1990).  
Also, FCS educators specifically and adults in general recognize and respect the knowledge, 
experience, and skills that young people have now while still challenging them to enhance 
these skills and try new things (DesMarais, Yang, & Farzanehkia, 2000).  Specifically, FCS 
educators can incorporate experiential learning projects into curriculum to address societal 
issues and the development of leadership practices.   
 
 
 4 
Theoretical Framework 
Curriculum within family and consumer sciences, which focuses on the development 
of adolescent leadership practices, is based on several learning theories including 
constructivism, transformational learning, critical science theory, a practical problem 
framework, and the Leadership Challenge Framework. 
Constructivism 
 Constructivism is an emerging view of learning based on the idea that new 
information is added to existing mental frameworks.  Learners are placed in authentic 
settings in order to identify the issue to be studied (Williams, 1999).  Instead of allowing 
learners to take a passive role in their education, an educator with a constructivist viewpoint 
requires students to be challenged in finding possible alternatives to various social issues 
(Williams, 1999).  By framing curriculum in this manner, students learn from and add to their 
experiences while asked to critically reflect on the meaning of new knowledge.       
Transformational Learning 
 Learning designed incorporating the transformational theory is based on reflection 
that transforms the beliefs, attitudes, opinions, and the emotions of learners.  
Transformational learning encourages reflection and critical thought with increased 
receptiveness to the paradigms of others, and the acceptance of new ideas. 
Critical Science Theory/Practical Problem Framework 
The practical problem framework to guide the development of curriculum in family 
and consumer sciences junior high school courses is integrated within a critical science 
theory approach.  Similar to the constructivist and transformational perspective, educators 
who apply a critical science approach and practical problem framework to curriculum 
development can provide students opportunity to think about various social issues.  Junior 
 5 
high school family and consumer sciences programs implementing the critical science 
approach seek to prepare individuals (adolescents) to examine personal social problems and 
to take reasoned and justifiable action based on the social justice values of equity, sharing, 
personal dignity, security, freedom, and caring (Sirotnik, 1991).     
Specifically, family and consumer sciences junior high school courses operate based 
on the goal to help adolescents take action in developing as individuals and to participate in 
the examination and formation of peer, family and social goals (Brown & Paolucci, 1979).  
Through a practical problem curriculum framework, adolescents are provided the opportunity 
to develop independent and leadership skills used to make personal adjustments integrating 
content knowledge (Dohner, 1994).   
Social Issue Context 
A current social issue that impacts society is related to the nutrition and wellness of 
children.  As a connection between leadership development and the developmental needs of 
early adolescents—physical, intellectual, and socioemotional-- junior high school family and 
consumer sciences curriculum affords students the opportunity to solve real-life problems.  
Currently, the American Association of Family and Consumer Sciences in partnership with 
the Charles F. Kettering Foundation identified obesity as a compelling issue appropriate for 
public deliberation.  Sixty-five percent of U.S. adults are either overweight or obese (CDC, 
2005; Williams, Hartough, Miles, & Braun, 2005).  Among children, 15% are overweight 
(CDC, 2005; Hedley, et. al., 2004; Williams, Hartough, Miles, & Braun, 2005).  To be 
considered overweight, individuals must have a body mass index of 25 or more, while a 
person who is obese has a body mass index of 30 or more (Williams, Hartough, Miles, & 
Braun, 2005).  In order to contribute to the national effort to address the issue of obesity, 
more specifically childhood obesity, family and consumer sciences junior high school 
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students can participate in the process of conducting a public forum, an experiential learning 
project.  This process requires students to use communication skills, teamwork abilities, and 
productivity skills to successfully implement a public forum.  Therefore, the opportunity 
necessitates adolescents’ use of skills related to being a leader.   
Leadership Challenge Framework 
 According to Kouzes & Posner (2002) the Leadership Challenge Framework 
emphasizes how leaders work to organize a group of people together to accomplish identified 
goals.  Specifically, these goals can be as simple as accomplishing everyday tasks to 
inspiring a passion to bring about extraordinary change.  The practices leaders use to 
encourage the transformation of values into action; vision into attainable tasks; obstacles into 
creative means to an end; unifying a group of diverse individuals, and risks into successful 
accomplishments serve as a foundation to this approach (Kouzes & Posner, 2002, p. xvii).    
The setting in which this occurs creates a transformational climate where all people can 
participate in taking a difficult or challenging situation and turning it into an inspiring 
success (Kouzes & Posner, 2002).     
Similar to constructivism, transformational learning, and the critical science 
approach/practical problem framework, the Leadership Challenge framework can provide 
students the opportunity to consider various social issues impacting society and identify 
possible solutions appropriate for action.  For the purposes of this research, students will 
investigate the issue of childhood obesity, a social issue in nutrition and wellness curriculum, 
and identify various solutions that would be appropriate for their community.  The process of 
formulating and implementing an action plan and related to an issue will require adolescents 
to utilize their leadership practices.   
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Need for the Study 
Leadership development research currently focuses on managerial and adult 
leadership (Ricketts & Rudd, 2002).  Studies devoted to the topic of adolescent leadership 
development are limited.  Key research (Bloomberg, Ganey, Alba, Quintero, & Alcantara, 
2003; Boyd, 2001; Gardner, 1990; Garrod, 1988; DesMarais, Yang, & Farzanehkia, 2000; 
Fiscus, 2003; MacNeil, 2000; O’Brien & Kohlmeier, 2003; van Linden & Fertman, 2003; 
Zeldin & Camino, 1999) does suggest the need and opportunity for the development of 
adolescent leadership potential.  The research of adolescent leadership development 
integrated within family and consumer sciences curriculum provides an innovative approach 
to increasing adolescents’ leadership abilities, skills, and potential.  Specifically, this research 
can be helpful for secondary family and consumer sciences educators, state funded projects 
for developing family and consumer sciences curriculum, FCS curriculum development 
specialists, and the American Association of Family and Consumer Sciences’ initiatives on 
childhood obesity.     
Statement of the Problem 
 
van Linden and Fertman (2003) found that leadership is not a part of the average 
adolescent’s life.  This can be attributed to the fact that many adolescents are not offered the 
opportunity to lead.  They do not believe in their ability to lead, and their intense emotional 
and physical changes impact their desire to lead.  Even though adolescents may not view 
themselves as leaders and they are experiencing emotional and physical changes, leadership 
practices are evident in their everyday life.  For example, adolescents could be responsible 
for baby-sitting a sibling, working a job in a family business, and volunteering, all of which 
require the use of leadership practices on varying levels.  Adolescence is an opportune time 
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to encourage young people to explore, recognize, and celebrate their leadership potential and 
abilities (van Linden & Fertman, 2003). 
Adolescence is a time of growth and development that incorporates both challenge 
and excitement.   Not only are adolescents changing, but also the world has evolved into an 
increasingly diverse society.  In addition, technological advancement is expanding 
educational and occupational opportunities both locally and globally.  Along with the 
developmental transition and change, adolescents are faced with the decision about their 
future career goal and aspiration (Erikson, 1968; Havighurst, 1953).  As a threshold between 
various stages of change (elementary to high school, adolescence to adulthood), education at 
the junior high school level allows for a significant opportunity for students to develop 
knowledge, skills, attitudes, and awareness which are the foundation for future family and 
work life (Kerka, 2000).  
Purpose of the Study 
The purpose of this study was to determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  Specific 
objectives of the project were to: 
1. design a leadership development curriculum that can be integrated into existing junior 
high school family and consumer sciences nutrition and wellness curriculum with 
emphasis on childhood obesity, and 
2. conduct a formative evaluation of the curriculum by studying its impact on the 
leadership practices and potential of junior high school family and consumer sciences 
students. 
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The focus and purpose of the study was to assess the effects of leadership development 
opportunities integrated within a practical problem curriculum framework emphasizing 
childhood obesity as a social issue.   
To achieve the first objective, a research and development approach was used.  The 
impact of leadership curriculum was assessed through a pretest/posttest design with both 
experimental and control groups as data sources.  The experimental group received the 
integrated leadership curriculum, while the control group received the nutrition curriculum 
that is traditionally taught within secondary family and consumer sciences courses.  The goal 
of this study was to develop and provide a curriculum model and framework that could be 
used by family and consumer sciences secondary educators in Idaho.  The curriculum model 
integrated leadership development opportunities into lessons developed based on a practical 
problem framework and critical science approach to childhood obesity, a relevant social issue 
in nutrition and wellness content.  Long-range outcomes of this study will hopefully include 
strengthening family and consumer sciences programs within junior high schools in the State 
of Idaho, adolescents who are more confident in their leadership practices and abilities, and 
an overall enhanced public image for family and consumer sciences within the State of 
Idaho.   
Significance of the Study 
 Understanding the impact of integrating leadership development opportunities into 
family and consumer sciences curriculum in the junior high school is important because it 
allows FCS educators to contribute to the need for preparing adolescents for the world of 
work.  Not only will junior high school students be provided with leadership development 
opportunities, but also they will become familiar with the process of addressing issues of 
concern within society.  The major benefit of this study is that students will be provided 
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leadership development opportunities through FCS content curriculum.  An overarching goal 
of the curriculum is to provide learning experiences that contribute to the welfare of 
individuals with a central theme focusing on human problems impacting society.  National 
benefits include increased opportunities for adolescents to develop leadership practices and 
the contribution of knowledge from the public forums conducted by students on childhood 
obesity.   
 Upon completion of the study, a better understanding will exist of how family and 
consumer sciences junior high school courses can provide adolescents with learning 
experiences that increase leadership practices.   
Variables 
Due to the characteristics of this study, it is considered a quasi-experimental study 
comparing junior high school students in Northern Idaho who participated in the nutrition 
and wellness curriculum with the integration of leadership development opportunities with 
students who participated in the traditional nutrition and wellness curriculum.  The treatment 
variable is junior high young and teen living courses within the State of Idaho and the 
nutrition and wellness curriculum integrated with leadership development opportunities 
established through this project.  The independent variables are gender, number of work 
experiences, number of memberships in student organizations and number of leadership 
positions held.   Student leadership practices, measured by the Student Leadership Practices 
Inventory (Kouzes & Posner, 1998), serve as the dependent variable collected through a 
pretest/posttest format. 
Research Question 
The following is the research question addressed by the study: 
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1. What impact does the integration of leadership development opportunities, within a 
practical problem framework emphasizing childhood obesity, have on the leadership 
development of junior high school students?  
Hypothesis 
1. Participation in a class using an experiential instructional model of teaching 
leadership-related concepts integrated into nutrition and wellness curriculum with an 
emphasis of childhood obesity will increase the development of leadership practices 
in junior high school students. 
Definition of Terms 
 Leadership, is a process by which an individual inspires, motivates, and facilitates a 
group to articulate a vision for mutual benefit, share the vision, and develop an action plan to 
make the vision a reality (Kouzes & Posner, 2002).  Further, Terry (1993) summarizes 
leadership as the action itself; a choice; part of a web of interdependent actions; participation; 
to be energized; an adventure; to be embraced; creativity and innovation and incorporating a 
playful nature into life and life’s work.   
 Adolescence is the time of life from onset of puberty to full adulthood (Hine, 1999). 
During this time, which varies from person to person between the ages of 12 and 20 in the 
United States, individuals experience both physiological and psychological changes. 
 Practical problem curriculum framework uses a problem orientation to think about 
family and consumer sciences in view of concerns facing individuals and families over time 
(Hutlgren & Wilkosz, 1986, p. 142). Various issues and problems addressed by curriculum 
within this framework are described as perennial, common and recurring from one generation 
to the next.   
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 Critical science approach empowers learners to develop the abilities needed to make 
intellectually and ethical judgments regarding recurring issues facing individuals, families 
and communities (Brown, 1978).  Further, family and consumer sciences programs 
implementing the critical science approach seek to prepare individuals to examine personal 
social problems and to take reasoned and justifiable action based on the social justice values 
of equity, sharing, personal dignity, security, freedom, and caring (Sirotnik, 1991). 
 Curriculum translates specified educational goals into processes of teaching and 
learning; it describes the teaching methods used and the subject matter to be taught (Baldwin, 
1989).   
Experiential learning defines learning as the process whereby knowledge is created 
through the transformation of experience and results from the combination of grasping and 
transforming experiences (Kolb, 1984).  Learning occurs when a learner is involved in an 
activity, reflects critically on the event, determines what was useful or important to 
remember, and uses the information to perform another activity (Boyd, 2001).  
Assumptions 
1. Students provided honest and thoughtful responses to the Leadership Practices 
Inventory (Kouzes & Posner, 1998). 
2. Nutrition and wellness curriculum emphasizing childhood obesity as a social issue 
was administered the same in each school. 
3. Students within four identified junior high schools represented Idaho junior high 
school students.  
Limitations of the Study 
1. The study was conducted once during the school year of 2006-2007, specifically the 
fall semester.  
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2. The location of the study was limited to four junior-senior high schools in Idaho. 
3. The students were not randomly selected. 
4. Teen Living is an elective course for ninth grade; therefore all students were not 
required to take the course. 
Summary 
 Leadership skills are considered a desirable trait of prospective employers.  An 
opportunity to develop leadership-related skills exists during the time of adolescence.  Many 
adolescents do not realize their potential to lead and have few opportunities to lead outside of 
identified leadership roles and school leadership organizations.  Family and consumer 
sciences courses within the junior high school allow opportunity for the integration of 
leadership opportunities.  Curriculum developed with a critical science approach and 
practical problem framework provides a format for leadership development and structure to 
address social issues impacting society.  A vehicle to be used for leadership development in 
family and consumer sciences is the public forum.  The research study required students to 
participate in a public forum focusing on childhood obesity while utilizing skills required of a 
leader.  In conclusion, the aim of the research was to assess the impact of leadership 
development opportunities with a practical problem framework in family and consumer 
sciences junior high school courses. 
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CHAPTER 2.  LITERATURE REVIEW 
 
Introduction 
The purpose of this study was determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  Specific 
objectives of the project were to: 
1. design a leadership development curriculum that can be integrated into existing junior 
high school family and consumer sciences nutrition and wellness curriculum with 
emphasis on childhood obesity, and 
2. conduct a formative evaluation of the curriculum by studying its impact on the 
leadership practices of junior high school family and consumer sciences students. 
The focus and purpose of the present study was to assess the effects of leadership 
development opportunities integrated within a practical problem curriculum framework 
emphasizing childhood obesity as a social issue.   
 A synthesis and analysis of literature related to the current study is presented in this 
chapter.  Specifically, the review of literature focused on research related to three categories 
in order to illustrate the complexities and intersections among the three.  The literature 
review is organized into the following categories: (a) theories related to the developmental 
processes of early adolescence, (b) theories and definitions of leadership, and (c) theories and 
definitions of curriculum frameworks commonly used in the field of education in general and 
family and consumer sciences education in particular.  These three categories will provide 
justification and rationale for the selection of the framework used to design leadership 
development opportunities for adolescents in junior high school family and consumer 
sciences courses.  
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Adolescence is a time of growth and development that incorporates both challenge 
and excitement.  Specifically, early adolescents experience a passage from childhood to 
adolescence.  During this time they struggle to cope with specific challenges associated with 
cognitive, physiological, and psychological development related to puberty (Cohen, 1999).  
They are characterized by: (a) a need to explore a variety of interests; (b) connecting their 
learning in the classroom to its practical application in life and work; (c) high levels of 
activity coupled with frequent fatigue due to rapid growth; (d) a search for their own unique 
identity as they begin turning more frequently to peers rather than parents for ideas and 
affirmation; (e) extreme sensitivity to the comments from others, and (f) heavy reliance on 
friends to provide comfort, understanding and approval.  
Erikson (1950) recognized that early adolescents leaving the seventh grade have 
usually learned the basic knowledge, skills, and abilities to participate in fair play. In the next 
stage adolescents search for their identity and desire to be accepted by peers.  They seek to be 
stylish through dress and appearance in order to fit in.  Another realization at this stage is that 
the future holds definite roles and responsibilities for them to fulfill (Erikson, 1950).   
 Due to many physical changes related to puberty, the transition from childhood to 
adolescence incorporates a shift in values from those derived solely from parents.  This 
cultural transition is considered to be the single most crucial period of change in the lives of 
children and early adolescents (Curtis & Bidwell, 1977).  Because this study focused on 
presenting lessons to students and engaging them in the material, it is essential that the 
curriculum implemented align with the developmental tasks of adolescents.  Havighurst 
(1972) alleges that when an adolescent is able to connect course material with personal lived 
experiences, a teachable moment occurs.  This moment depends on the person’s willingness 
and whether or not the developmental conditions are favorable for learning.  No matter what 
 16 
is important to society, teachers, and parents, if the learner does not perceive content as 
relevant to his/her needs and desires, assimilation will not take place (Curtis & Bidwell, 
1977).  The following section of the literature review, the developmental theory of early 
adolescence, provides a foundation for the current research.  A thorough knowledge of 
adolescent development was found to be an important precursor to the development of youth 
leadership opportunities (Rickets & Rudd, 2002).  Therefore, it is important to consider each 
individual’s ability to lead and adolescents’ similarities, differences, and needs before a 
synthesis and adoption of a leadership development curriculum can occur (Rickets & Rudd, 
2002).   
Developmental Theory of Early Adolescence 
 According to Kerlinger (1973) a descriptive or behavior theory is a set of interrelated 
constructs, concepts, definitions, and propositions that present a systematic view of 
phenomena.  Relations among variables are specified through a theory with the purpose of 
explaining and predicting the phenomena. The following is a discussion of various 
behavioral theories related to the phenomena of early adolescent development.   
 To construct a deeper understanding of early adolescent development, an overview of 
four adolescent developmental theories is presented.  Adolescence, especially early 
adolescence, is characterized by the extraordinary physical and cognitive changes that occur 
as a child turns into an adult.  As a common thread through this stage in life, physical and 
cognitive changes influence the adolescent’s ability to cope with change.    
Maslow’s Hierarchy of Needs 
Maslow (1970) suggests that humans have a hierarchy of five basic needs.  The five 
basic needs are identified as:  (a) physiological needs, (b) safety needs, (c) belonging and 
love needs, (d) self-esteem needs, and (e) self-actualization needs.  In order to be categorized 
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as a basic human need, the need should meet the following requirements:  (a) its absence 
breeds illness; (b) its presence prevents illness; (c) its restoration cures illness; (d) under 
certain (very complex) free choice situations, it is preferred by the deprived person over other 
satisfactions, and (e) it is found to be inactive, at low ebb, or functionally absent in the 
healthy person (Farmer, 2001).    Classified as a humanistic approach to motivation, 
Maslow’s theory is influential in understanding how to motivate students and encourage their 
inner resources.  For example, students’ sense of competence, self-esteem, autonomy, and 
self-actualization impact individual levels of motivation (Reeve, 1996). Maslow’s term self-
actualization explains the realization of personal potential or self-fulfillment. 
Deficiency Needs  
 The first level of basic human needs identified by Maslow are physiological related 
needs, including life sustaining necessities such as food, shelter, and clothing.  Before an 
individual can satisfy the next highest need level, safety and security needs, the physiological 
needs must be satisfied.  Malsow and Lowery (1998) emphasized the requirement of lower 
level needs being satisfied before higher level needs are even perceived.  Specifically, the 
four-lower level needs are survival, safety, belonging, and self-esteem, which are classified 
as deficiency needs.  When deficiency needs are satisfied the motivation for their fulfillment 
decreases.     
Being Needs 
 Maslow (1970) categorized intellectual achievement, aesthetic appreciation, and self-
actualization as being needs.  Upon satisfaction of these needs, an individual’s motivation 
does not cease; instead, it increases to seek further fulfillment (Maslow, 1970).  Therefore, 
the greater success an individual achieves when searching for knowledge and understanding, 
the more likely he/she is to strive for even greater knowledge and understanding (van Linden 
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& Fertman, 2003).  Unlike deficiency needs, being needs can never be completely fulfilled.  
The motivation to achieve being needs is endlessly renewed.   
Hierarchy of Needs and Education of Adolescents 
 Educators need a means of viewing the whole person; too often the educator sees only 
a part of the student (Farmer, 2001).  Maslow’s Hierarchy of Needs, as a theory, offers a 
means to view the adolescent as a whole person, as a person whose physical, emotional, and 
intellectual needs are interconnected.  Through the lens of this theory, implications for FCS 
professionals working with adolescents can be understood and applied.  For example, 
adolescents who come to school or to programs hungry, sick, or hurt are unlikely to be 
motivated to seek knowledge and understanding.  An adolescent struggling with feelings of 
safety and a threatened sense of belonging by a parental divorce, for example, may have little 
interest in learning and exploring leadership skills (van Linden & Fertman, 2003).  Further, if 
a classroom or community center is a fearful, unpredictable place adolescents will be more 
concerned with security than with learning.   
 Other insights gained from Maslow’s Hierarchy can enlighten educators on various 
teen behaviors.  For example, adolescents’ desires to fill lower-level needs may conflict with 
a teacher’s expectation of students to achieve higher-level goals.  Of importance to an 
adolescent is belonging to a social group and maintaining self-esteem within that group.  If a 
teacher’s expectations interfere with the rules of the social group or peers, then adolescents 
may choose to ignore or defy the teacher.   
 Self-actualization theory provides a means whereby each educator, regardless of that 
educator’s professional duties, can view a student as a whole person (Farmer, 2001).  Elliot 
(1970) found that when students are provided the opportunity to develop individual innate 
talents and potential (self-actualization), noticeable changes include (a) increased ability in 
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learning to listen, (b) increased use of honesty in conversation, (c) less alienation when 
learning about concepts, and (d) increased use of empathy and personal trust.   
For some children, the early adolescent years are the beginning of a downward spiral 
in school-related behaviors and motivation that often lead to academic failure and school 
dropout.  Even though the declines are not so extreme for most adolescents, there is sufficient 
evidence of gradual decline in various indicators of academic motivation, self-perceptions, 
and school-related behaviors (Eccles, Lord, & Midgley, 1991).  For example, Simmons and 
Blyth (1987) found a decline in early adolescents’ school grades during the transition from 
elementary to junior high school.  The magnitude of this decline was found to predict school 
failure and dropout (Simmons & Blyth, 1987).  Further, evidence illustrates a decline for 
motivational constructs such as interest in school (Epstein & McPartland, 1976), intrinsic 
motivation (Harter, 1981), self-concepts and/or self-perceptions (Eccles et al., 1984; 
Simmons et al., 1979), and confidence in one’s intellectual abilities, especially following 
failure (Parsons & Ruble, 1977).  Along with declines in various motivational constructs, 
evidence has suggested that as the early adolescent ages negative changes occur in 
motivational and behavioral characteristics such as test anxiety (Hill, 1980); learned 
helplessness responses to failure (Rholes, et al. 1980); focus on self-evaluation rather than 
task mastery (Nicholls, 1980); and both truancy and school dropout (Eccles et al., 1984; 
Rosenbaum, 1976).   
Educational Environment and Needs of Early Adolescents  
The changing nature of the educational environments experienced by many early 
adolescents is a plausible explanation for the declines in motivational and behavioral 
characteristics associated with transition (Eccles, et al., 1984; Eccles & Midgley, 1988).  
Drawing upon the person-environment fit theory (Eccles & Midgley, 1988; Hunt, 1975; 
 20 
Mitchell, 1969), it is evident that the motivational and behavioral declines could result from 
the inappropriate educational environment within the junior high school setting.  According 
to the person-environment theory, behavior, motivation, and mental health are influenced by 
the characteristics individuals bring to their social environments and the characteristics of the 
social environment. When the social environment does not coincide with an individual’s 
psychological needs, success and motivation can be difficult. Eccles, Lord, and Midgley 
(1991) found that if the environment of a typical junior high school does not meet the 
psychological needs of adolescents, then person-environment fit theory would predict a 
decline in the adolescents’ motivation, interest, performance, and behavior throughout the 
transition.   
 Eccles & Midgley (1988) suggested that declines in motivation and behavior are 
linked to the characteristics of the educational environment within which early adolescents 
are exposed.  Attention to the importance of the early adolescent years to individual 
development is crucial in the creation of educational experiences (Hamburg, 1974).  
Silberman (1970) found the junior high school to be considered unanimously as a wasteland, 
a cesspool of American education.  Silberman (1970) questioned what would happen if 
adolescents were put into these “wastelands.”  To answer the question, Eccles, Lord, and 
Midgley (1991) conducted a study to establish the impact of educational contexts on early 
adolescents.  Various conclusions include evidence of classroom environment changes that 
impact adolescents during transitions associated with the junior high grades which include an 
increase in teacher control, decrease in teacher efficacy, and decrease in teacher-student 
relationship (Eccles, Lord, & Midgley, 1991).  Further, the researchers (Eccles, Lord, & 
Midgley, 1991) found support for the hypothesis that traditional classroom environmental 
changes have a negative impact on student motivation.  A final conclusion of Eccles & 
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Midgley (1988) suggested that the declines in motivation often assumed to be characteristic 
of the early adolescent period are less a consequence of the students’ developmental stage 
than of the mismatch between students’ needs and the opportunities afforded them in many 
educational settings.   
 Educators’ awareness of early adolescents’ struggles to meet individual needs 
provides a frame of reference within which to work.  While striving to fulfill individual 
needs, adolescents begin to demonstrate leadership abilities throughout this process (van 
Linden & Fertman, 2003).  Educators can increase students’ perceptions of individual 
leadership potential through fostering an understanding of how their skills can be used to 
meet personal needs.  
Rotter’s Locus of Control 
 Julian Rotter (1966) formulated the theory of locus of control, which classified 
generalized beliefs concerning who or what influences occurrences along a dimension from 
internal to external control.  Internal control refers to the belief that control of future 
outcomes resides primarily in oneself, while external control refers to the expectancy that 
control is outside of oneself.  For example, individuals with an internal locus of control 
believe that they control their own destiny and personal experiences are controlled by 
individual skill of effort.  Specifically, adolescents who view life this way would say, “the 
more I study, the better grades I get” (Gershaw, 1989).  Those who have an external locus of 
control tend to attribute experiences to fate, chance, or luck (Rotter, 1966).  An example of 
external locus of control is if a student attributes either his/her successes or failures to having 
a bad day or unfair grading procedures on the teacher’s part, instead of take personal 
responsibility.  This student may say, “It doesn’t matter how hard I study, the teacher doesn’t 
like me; therefore, I won’t get a good grade”.  Since successes and failures are attributed to 
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luck or chance, a tendency to lack persistence and not have high levels of expectation occur 
(Mearns, 2004).   
 The development of locus of control stems from family, culture, and past experiences 
which lead to rewards (Rotter, 1966).  Rotter (1966) found that internals come from families 
that focused on effort, education, and responsibility.  Whereas, most externals come from 
families of a low socioeconomic status where there is a lack of life control (Rotter, 1966).  
Locus of control is a concept that has a significant impact on daily life occurrences.  For 
example, those with an external locus of control believe that their own actions do not 
influence future outcomes.  As a result, the individuals are less likely to work to reach their 
full potential due to the motivational, emotional, and cognitive deficits created.  In some 
cases, individuals with an external locus of control are more likely to suffer from depression 
and other ailments because it is their belief that actions cannot improve their current position 
(Weiner, 1986).  In contrast, those with an internal locus of control view the world through 
an adaptive perspective (Weiner, 1986).  Specifically, hard work and personal abilities lead 
to positive outcomes, which increase success at meeting challenges and in future endeavors.   
Locus of Control and Education 
 In the context of education, locus of control refers to the acknowledgement given to 
success or failures in school-related tasks.  Findley and Cooper (1983) found that having an 
internal locus of control is related to higher academic achievement.  According to Bender 
(1995), continued failure in spite of continued attempts at school tasks leads to an external 
locus of control.  A high external locus of control results in lack of motivation for study and 
school in general (Bender, 1995).  With the external locus of control view, an individual 
excuses poor performance without allowing personal self-esteem to be damaged (Basgall & 
Snyder, 1988).  By attributing failure to fate, chance, or to the fault of another, the individual 
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avoids relating performance to personal flaws or lack of ability.  If justification of failures 
through the external locus of control is used consistently, the individual loses motivation to 
improve.   
 Anderman & Midgley (1997) explained that students who believe poor performance 
is caused by factors out of their control are unlikely to see any reason to hope for 
improvement.  On the other hand, students who attribute poor performance to a lack of 
important skills or poor study habits are more likely to persevere in the future (Anderman & 
Midgley, 1997).  If students are taught to have a more hopeful attitude, develop an internal 
locus of control, their grades tend to rise (Noel, Forsyth, & Kelley, 1987).   
 Locus of control also impacts students’ responses to success.  Kernis (1984) found 
that students with an internal locus of control performed better on a repeated task than 
students with an external locus of control.  Further, students with an internal locus of control 
had less success on completion of differing tasks, whereas students with an external locus of 
control had greater success.  Kernis (1984) found that students who made an internal 
attribution performed better on the same task than on a different task when tested again, 
whereas students who made an external attribution performed better on a different task than 
on the same task.  Kernis (1984) concluded that internals are more likely to continue working 
at a task resulting in success, while externals are more likely to stop working on the 
successful task and move on to a different task.   
 Helping adolescents develop leadership abilities can have a direct impact on their 
locus of control (van Linden & Fertman, 2003).  Strong leadership skills encourage 
adolescents to be in charge of their lives.  Because many adolescents don’t perceive they 
control life situations, it is critical throughout the leadership development process to increase 
the individual’s perception of life control (van Linden & Fertman, 2003).  During this 
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process, students can also develop an awareness of the influence personal life decisions have 
on their lives and the lives of others.  McCombs (1991) suggests that what underlies the 
internal locus of control is the concept of self as agent.  An individual’s thoughts control 
action taken.  When it is understood, an individual can positively impact beliefs, motivation, 
and academic performance.  McCombs (1991) asserts that the self as agent can consciously 
or unconsciously direct, select, and regulate the use of all knowledge structures and 
intellectual processes in support of personal goals, intentions, and choices.  In conclusion, 
through leadership development opportunities integrated into classroom instruction, 
adolescents can say, “I choose to direct my thoughts and energies toward accomplishment; I 
choose not to be daunted by my anxieties or feelings of inadequacy (McCombs, 1991).   
Kohlberg’s Stages of Moral Development 
Leaders can be defined as individuals who think for themselves, communicate 
thoughts and feelings to others, and help others understand and act on personal beliefs; they 
also influence others in an ethical and socially responsible way (van Linden & Fertman, 
2003).  An aspect of the previous definition relates to the concept of moral development.  
Working with adolescents to encourage discovery of the characteristics of ethical and social 
responsibility can be challenging for educators.  In a time when fame and fortune are 
glorified through television, concepts of family and community are being transformed, and 
making distinctions between right and wrong, good and bad are blurred (van Linden & 
Fertman, 2003).   Kohlberg’s stages of moral development (1963, 1975, 1981) provide a 
framework for educators to better understand how adolescents make decisions in relation to 
what is right and what is wrong.  
Lawrence Kohlberg expanded upon the work of Jean Piaget, who viewed 
development of logical reasoning as a progression through a series of stages in which 
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individuals incorporate a greater number of variables in each stage (Lozzi, 1990).  From 
Kohlberg’s perspective, moral development is the increasing ability to differentiate and 
integrate the perspectives of self and other in making moral decisions (McDaniel, 1998).  
This perspective is the result of the interaction between an adolescent’s cognitive structures 
and the structural features of the social environment.  Kohlberg (1969) suggested that moral 
development is promoted by social experiences that produce cognitive conflict and that 
provide the adolescent with the opportunity to take the perspective of others.   
Kohlberg’s model consists of three hierarchical levels, each comprised of two stages.  
Responses to moral dilemmas become increasingly more complex as an individual 
progresses through each stage.  The first level, Preconventional Reasoning, is the foundation 
of moral development.  Children functioning at this level display no internalization of moral 
values; therefore, moral reasoning is controlled by external rewards and punishments.  
Conventional reasoning, the second level in the model, encompasses individuals who have 
internalized certain standards, but the standards are those of others (parents, society, teachers, 
etc.) (McDaniel, 1998).  Within the third level of moral development, Postconventional 
Reasoning, individuals have completely internalized moral standards and no longer reason 
based on others’ standards (Kohlberg, 1978).  Santrock (1997) explained that an individual in 
stage six who is faced with a conflict between law and ethical conscious would follow ethical 
conscious even if it involves personal risk.   
Moral Development and Education 
 Moral thinking can be advanced educationally using social interaction, cognitive 
conflict, a positive moral atmosphere, and democratic participation (Kohlberg, 1969).  
Harding & Snyder (1991) suggested that implementing an approach to education that 
includes equality of all participants, ownership of decisions by all group members, and a 
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teacher who advocates mature moral reasoning while avoiding the presentation in an 
authoritarian manner is effective.   
 An important part of adolescent leadership development is helping adolescents 
understand the concept of morality in terms of influencing others through constant attention 
to ethics as an integral component of responsible leadership (van Linden & Fertman, 2003).  
Matthews and Riley (1995) determined that effective ethics education is grounded in the 
community.  Failure can result if ethics is taught without using community context to 
illustrate, nurture, and support ethical development (Matthews & Riley, 1995).  By omitting 
the community and cultural context of the learner, a student will develop an abstract 
understanding of ethics that is outside his/her scope of experiences and ultimately irrelevant 
(Matthews & Riley, 1995).  Without an environment conducive to being a person of 
character, leadership and character education cannot be effective (Kohn, 1997).  In order to 
be successful, programs must focus on enhancing and creating positive environmental 
contexts (families, schools, and communities) that reinforce positive behaviors (Benard, 
1992).   
 Antes & Norton (1994) provide the following suggestions for education related to 
adolescent moral and leadership development, which stemmed from Kohlberg’s Moral 
Reasoning theory: 
1. Relate educational experiences to students’ lives providing opportunities for students 
to share their points of view. 
2. Develop cooperative activities in the community with service projects to help 
students develop a sense of responsibility and connection to the community as a 
whole. 
3. Encourage discussions with and among students concerning aspects of school life and 
how to interact with other people in the appropriate manner.   
4. Guide children in playing a role in decision making in the classroom and school. 
5. Provide forms of student self-government in public school as a means of helping 
students contribute to others and develop critical thinking and interaction skills.   
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6. Use day-to-day activities and what is happening in the students’ lives as opportunities 
to deal with values and ethics. 
7. Encourage students to think in complex ways about moral issues in life as they appear 
in the curriculum 
8. Use reading and writing activities to encourage moral and ethical thought. 
9. Structure the learning environment so that it models democratic values and provides a 
safe environment for learning, sharing, and cooperating. 
10. Encourage self-discipline through cooperative interaction between persons in the 
learning environment. 
11. Use discussion, role-playing, and analytical and creative projects as a basis for critical 
thinking about values, attitudes, character traits, and moral issues. 
12. Use cooperative learning activities to help students develop social interaction skills 
(Antes & Norton, 1994, p. 220). 
 
A concluding thought by Pittman and Cahill (1992) reminds educators that in our desire 
to rear healthy productive youth, our policies and actions should not be restricted to 
prevention or cures but should include cultivating skills and meeting needs.  We must 
emphasize ethical leadership both in an adolescent’s personal and public life and as a leader 
in the school, community, workplace, or family (van Linden & Fertman, 2003).   Therefore, 
if educators are able to implement successful educational programs, enhancement of the 
character of youth will not only occur, but students will be provided with assets that will 
assist them in being caring, resilient, and successful individuals (McDaniels, 1998).   
Gilligan’s Theory of Moral Development 
 Carol Gilligan’s approach to moral development provides another dimension to the 
theory of moral development.   Specifically, Gilligan (1982) focused on moral development 
in relation to gender.  According to Gilligan (1982) there are three levels of moral 
development.  During the first level, the individual contemplates what is best for self.  
Second, an individual within the next level wonders if actions coincide with other’s 
expectations.  And lastly, at the third level, the individual melds the two questions together, 
“can I be responsible for others and myself simultaneously?” (Gilligan, 1982).  With the 
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three levels as a foundation for her theory of moral development, Gilligan traces gender 
differences in moral reasoning to different ways an individual views self.   
 The fact that physiological maturation occurs at an earlier age for females than males 
supports Gilligan’s findings relating to gender differences in moral reasoning (Gordon, 
1996).  According to several authors (Brown & Gilligan, 1992; Gilligan, 1982; Miller, 1984; 
Stiver, 1985), gender must be further taken into account in order to understand the differing 
psychological and social development of male and female adolescents.  Gilligan focused on 
two orientations:  a caring orientation based on relationships with others, and a hierarchical 
orientation based on achievement and independence (Gilligan, 1982).  She found that the 
relationship orientation is more frequent in females because of the differing experiences of 
males and females as they grow up in our society (Gilligan, 1982).  According to Gilligan 
(1982), identity for female adolescents is often developed in terms of intimacy.  A significant 
difference between males and females is that males strive to be alone at the top and women 
strive to be at the center of connection (Gilligan, 1982).  As a result, knowledge and 
decision-making are shaped by the nature of gender differences.   
 Females define themselves in relation to others with a sense of responsibility to 
others, whereas males define themselves as separate from others highlighting the need for 
rules to regulate actions (Woolfolk, 1995).  Gilligan found that females adopt an ethic of 
care.  This is evident through their thinking of morality in terms of responsibility to others 
and concern for doing something to meet the needs of others (Gilligan, 1982).  Different for 
males, thinking is based on responsibility of not doing something that would infringe on the 
rights of others (Woolfolk, 1995).   
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From Theory to Advocacy 
 The work of Maslow, Rotter, and Kohlberg deepens an awareness of the complexities 
associated with the development of an adolescent.  Each theory provides insight into what 
motivates adolescents and determines the sense of control they have over life (van Linden & 
Fertman, 2003).  Further, Kohlberg’s theory illustrated how adolescents develop a sense of 
right and wrong, and the role gender differences play in adolescent development.  
Adolescence is a time of transition, and insights provided by various theoretical frameworks 
aid in the framing of the teenage years. Educators working to develop adolescents’ leadership 
practices are informed through an understanding of various theories related to adolescent 
development. 
Theories of Leadership 
 A review of leadership theories provides an opportunity to examine different 
perspectives held about the leadership process.  Useful insights will be clarified focusing on 
variables that explain and predict leadership behavior.  When examining the literature related 
to leadership, Vandenberg et al. (1966) suggested that it is not linear or sequential with one 
perspective replacing another, but rather the construct of leadership has been broadened 
through an evolutionary process over time.   
 Through the review of scholarly studies and publications on leadership it is evident 
that a wide variety of differing theoretical approaches to explain the complexities of the 
leadership process exist (i.e., Bass, 1990; Bryman, 1992; Gardner, 1990; Hickman, 1998; 
Northouse, 2004; Rost, 1991).   For example, some researchers conceptualize leadership as a 
trait, or as a behavior, while others approach leadership through a contingency lens or power 
and influence framework (Northouse, 2004).   
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Trait Theory 
 One of the first systematic attempts to explain leadership, trait theory, suggests that 
certain individuals are born with special traits required of great leaders (Northouse, 2004).  
Throughout the early 20th century, researchers were challenged to identify fundamental traits 
of leaders.    Throughout the development of the trait theory, research concentrated on 
outlining specific traits that clearly differentiated leaders from followers (Bass, 1990; Jago, 
1982).  Within this approach coined “great man” theory, the identification of innate qualities 
and characteristics possessed by great social, political, and military leaders (i.e., Mohandas 
Gandhi, Abraham Lincoln, and Napoleon) is central.  Further, trait theory suggests that 
individuals are born with leadership-related traits and such traits can only be displayed by 
“great” people (Northouse, 2004).   
 The trait approach focuses exclusively on the leader, providing no attention to the 
followers, situation, or context.  Trait is defined as “any distinctive physical or psychological 
characteristic(s) of the individual to which the individual’s behavior can be attributed” 
(House & Baetz, 1979).  Trait theorists seek to differentiate leaders from non-leaders in terms 
of personal and psychological characteristics. 
 Bass (1990) found that traits commonly researched by trait theorists include physical 
characteristics (age, height, weight, appearance, physique, energy, health), personality 
characteristics (self-esteem, dominance, emotional stability), social characteristics 
(adaptability, introversion, and extroversion), communicative characteristics (fluency of 
speech, tone of voice, talkativeness, dominance), and cognitive characteristics (intelligence, 
knowledge, judgment, decision-making, scholarship).  Further, Bass (1990) explained that 
assertiveness, decisiveness, dependability, persistence, self-confidence, and some skills such 
as verbal fluency, creativity, persuasiveness, and tact appeared to be characteristic of 
 31 
successful leaders.  Even though various traits appear to be characteristic, Bass (1990) 
concluded that simply having identified traits does not guarantee an individual is an effective 
leader.  
 L.L. Bernard (1926), Bingham (1927), Kilbourne (1935), and Tead (1929) explained 
leadership in terms of the traits of personality and character (Bass, 1990).  Bird (1940) 
compiled a list of seventy-nine traits from twenty psychologically oriented studies.  
Similarly, Smith and Kruger (1933) reviewed trait leadership related to educators and W.O 
Jenkins (1947) applied the theory to military leadership.  Following the work of early trait 
theorists, several studies were done to discover core traits of effective leaders (Mann, 1965; 
McClelland and Burnham, 1976; and Miner, 1978; Stogdill, 1974).  Even though multiple 
researchers found support for the trait theory, literature reviews organized by Mann (1959) 
and Stogdill (1948) led researchers to the conclusion that character traits are not useful in the 
prediction of leadership and leadership is situation-based (Reiter-Palmon, 2003).   
Resurgence in research focusing on leadership related to the trait theory has occurred 
in the last decade (Bass, 1990; Bryman, 1992).  Mumford, O’Connor, Clifton, Connelly, and 
Zaccaro (1993) measured traits such as social skills, self-esteem and independence finding 
multiple correlations between traits and leadership ranging from .67 to .82.  Bass (1990) 
found core competencies required for effective leadership were related to task performance, 
interpersonal skills, and personal values.  Based on a new analysis of previous trait research, 
Lord, DeVader, and Alliger (1986) found that personality traits were strongly associated with 
individuals’ perceptions of leadership.  Kirkpatrick and Locke (1991) claimed that effective 
leaders are distinct individuals in several key respects.   Emphasis has been given to 
visionary and charismatic leadership traits by many researchers (Bass, 1990; Bennis and 
Nanus, 1985; Nadler and Tushman, 1989; Zaleznik, 1977). 
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From the multitude of studies conducted throughout the years on individuals’ 
personal characteristics, it is clear that many traits contribute to leadership (Northouse, 
2004).  Traits that are consistently identified as characteristic of individuals recognized as 
leaders are intelligence, self-confidence, determination, integrity, and sociability.  Several 
advantages and disadvantages have plagued trait theory approach.  Even though it is essential 
to focus on the characteristics of effective leaders, a more encompassing approach to 
leadership is the Skills Theory.  This theory incorporates the situation in which leadership 
occurs, contextual factors impacting leadership opportunities, and it considers the 
involvement of those who follow the leader’s direction. In relation to adolescent leadership 
development, it is important to consider the context in which they are developing, learning, 
and practicing leadership skills.  By doing so, educators can facilitate knowledge, skills, and 
ability growth in adolescents.   
Skills Theory 
 Evolving from the trait approach, the skills approach to leadership theory is a leader-
centered perspective of leadership (Northouse, 2004).  Thinking is shifted from a focus on 
personality characteristics, viewed as innate and fixed, to an emphasis on skills and abilities 
that can be learned or developed.  Further, the skills approach suggests that knowledge and 
abilities are needed for effective leadership (Northouse, 2004).   
 Leadership skills have been studied directly or indirectly for a number of years (Bass, 
1990).  The research of Robert Katz (1955) provides the foundation of the skills theory.  In 
Katz’s three-skill approach (1955), effective leadership depends on three basic personal 
skills:  technical, human, and conceptual.  Specifically, Katz’s approach to leadership 
attempted to address the discrepancies found with the trait theory by addressing leadership as 
a set of developable skills, the three-skill approach.  In the early 1990s, a multitude of studies 
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have been published reinforcing Katz’s findings that a leader’s effectiveness depends on the 
leader’s ability to solve complex organizational problems (Mumford, Zaccaro, Harding, 
Jacobs, & Fleishman, 2000; Yammarino, 2000). 
 Far more complex than Katz’s paradigm, is the model developed by Mumford et al 
(2000).  This model outlined five components of effective leader performance:  
competencies, individual attributes, leadership outcomes, career experiences, and 
environmental influences (Mumford, Zaccaro, Harding, et al., 2000).  Competencies 
contained in the model are problem solving skills, social judgment skills, and knowledge.  
Individual attributes of a leader impact the leader’s general cognitive ability, crystallized 
cognitive ability, motivation, and personality.  A leader’s career experiences and 
environment also impact various competencies outlined by the model.  The model 
hypothesizes that effective problem solving and performance can be explained by the 
leader’s basic competencies and identified competencies are in turn impacted by the leader’s 
attributes, experience, and environment (Mumford, Zaccaro, Harding, et al., 2000).     
Behavioral Theory 
Leadership according to behavioral theorists can be conceptualized in terms of 
observable actions (Northouse, 2004).  A shift from innate characteristics of leaders to 
learnable behaviors and the interaction between leaders and followers is core to this 
leadership theory.  From a behavioral perspective, leadership includes a core set of behaviors 
that are consistent and can occur in all situations.  The individual leader’s style impacts the 
leadership-related behaviors displayed by the leader.  In turn, leader behaviors can change 
and compel the behavior of others.   
 Blake & Mouton (1964, 1978, 1985) and Blake & McCanse (1991) developed a 
Managerial Grid to further conceptualize the leadership theory based on a behavior 
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perspective.  The Managerial Grid, which has been renamed the Leadership Grid, was 
designed to explain how leaders help organizations to reach specific purposes through two 
factors:  concern for production and concern for people (Blake & McCanse, 1991; Blake & 
Mouton, 1964, 1978, 1985).  The Leadership Grid joins concern for production and concern 
for people in a model that has two intersecting axes (Northouse, 2004).  The horizontal axis 
represents a leader’s concern for people plotted on a nine-point scale.  Through plotting 
scores from each of the axes, various leadership styles can be illustrated.   
 During the 1950s and 1960s, multiple studies were conducted by researchers from 
both The Ohio State University (Hemphill & Coons, 1957) and the University of Michigan 
(Bowers & Seashore, 1966; Cartwright & Zander, 1960; Katz & Kahn, 1951; Likert, 1961, 
1967) to determine how leaders could best combine task and relationship behaviors to 
maximize the impact of these behaviors on the satisfaction and performance of followers 
(Northouse, 2004).  Specifically, researchers were looking for a universal theory of 
leadership to explain leadership effectiveness in every situation (Northouse, 2004).  From 
this effort emerged contradictory and unclear results (Yukl, 1994).  Even though some of the 
findings illustrated the value of a leader being both high-task and high-relationship oriented 
in all situations (Misumi, 1985), the majority of the research in this area was inconclusive 
(Northouse, 2004). 
 In conclusion, the behaviorist approach to leadership theory does not provide a 
refined and organized set of prescriptions for effective leadership behavior.  Instead, this 
approach provides a valuable framework for assessing leadership in a broad manner through 
the assessment of behavior with task and relationship dimensions (Northouse, 2004).  
Further, attention to the idea that the behavior of subordinates can influence a leader’s 
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behavior, cause-and-effect relationships in the social sciences are uncertain, and situational 
contexts can impact group effectiveness.   
Contingency Theory 
 One of the more recognized approaches to leadership is the category of contingency 
theories (Northouse, 2004).  Developed by Hersey & Blanchard (1969a), this theory is based 
on Reddin’s (1967) 3-D management style theory.  Yukl (1981) suggested contingency 
theories were concerned with the moderating influence of situational variables on the 
relationship between leaders.  Contingency or situational leadership focuses on leadership 
within various situations.  This approach has been refined and revised numerous times since 
its inception (Blanchard, Zigarmi, & Nelson, 1993; Blanchard, Zigarmi, & Zigarmi, 1985; 
Hersey & Blanchard, 1977, 1988).   
 The premise for the contingency theory is that different situations demand different 
kinds of leadership (Northouse, 2004).  To be an effective leader, the individual must adapt 
his or her style to the demands of different situations.  Further, this model suggests to leaders 
how they should behave based on the demands of a particular situation.  Effective leadership 
occurs when the leader can accurately diagnose the development level of subordinates in a 
task situation and then exhibit the prescribed leadership style appropriate for the situation 
(Northouse, 2004).   
 Yukl (1981) summarized that situational models, found with the contingency theories 
of Fiedler (1964, 1967, 1971, 1993, 1995), House (1971), Kerr & Jermier (1978), and Vroom 
& Yetton (1973) were empirically tested and found to be inconclusive.  Similarly, Yukl’s 
(1981) multiple-linkage model, and Hersey & Blanchard’s (1977) theory were not directly 
tested.  Therefore, authenticity of contingency theories has not yet been determined.   
 
 36 
Power Theory 
 In the early 1980s, leadership research was approached through a power and 
influence lens.  Within this approach, researchers focused on explaining leader effectiveness 
in terms of the sources of power available and the manner in which power was exercised over 
followers.  The Leader-Member Exchange Theory or Transactional Leadership (Dansereau, 
Graen, & Haga, 1975; Graen & Cashman, 1975) can be used to further understand the impact 
power has on the process of leadership. 
Leader-Member Exchange Theory/Transactional Leadership 
 Leader-Member Exchange Theory (LMX) was first described 28 years ago in the 
works of Dansereau, Graen, & Haga (1975), Graen & Cashman (1975), and Graen (1976).  
Central to this approach to leadership is the idea that leadership as a process is centered on 
the interactions between leaders and followers.  The leader-member relationship is the 
pivotal concept within the process. Initially, LMX was classified as vertical dyad linkage 
theory.  A leader’s relationship to the overall organization was viewed as a series of vertical 
dyads categorized as being of two different types (Northouse, 2004).  Leader-member dyads 
formed two categories, the leader’s in-group (individuals who expanded and negotiated role 
responsibilities, extra-roles) and out-group (individuals based on the formal employment 
contract, defined roles).  Individuals were categorized depending on how well they work with 
the leaders and in turn, how well the leader works with them.  Personality and other 
characteristics are related to this process (Dansereau et al., 1975).   
 The Leader-Member Exchange Theory counters principles of fairness and justice in 
any situation by suggesting some members of the organization receive special attention and 
others do not.  Therefore, the inequalities created by this theory do not lend to an appropriate 
approach for adolescent leadership development.   
 37 
 Similar to the LMX Theory, Transactional leadership is based on the process of social 
exchange whereby the leader and followers attempt to satisfy mutual needs and expectations.  
Specifically, economic, political, and psychological rewards are exchanged for loyalty and 
commitment to the visions of the leader.   
Ethical Leadership 
 Under the title of ethical leadership, one of the earliest writings discussing this theory 
of leadership appeared in 1996.  A small group of leadership scholars, collaborating under 
the W.K. Kellogg Foundation examined how leadership theory and practice could be used to 
develop a more caring and just society (Northouse, 2004).  Ciulla (1998) published a 
collection of findings sponsored by the Kellogg Foundation entitled Ethics, the Heart of 
Leadership.  Recently, Ciulla (2003) and Johnson (2001) have further explored the nature of 
ethical leadership. 
 The development of ethical theory, different than ethical leadership, dates back to 
Plato (427-347 B.C.) and Aristotle (384-322 B.C.).  With roots in the Greek word ethos, 
ethics means “customs”, “conduct”, or “character”.  Ethics incorporates the values and 
morals an individual society finds desirable or appropriate and is concerned with the 
virtuousness of individuals and their motives (Northouse, 2004).  Ethical theory provides a 
system of rules or principles that guide individuals in making decisions about what is “right 
or wrong” and “good or bad” in a situation (Northouse, 2004).  Further, ethical leadership 
provides a foundation to better understand what it means to be a morally decent human 
being.   
 In relation to leadership, ethics illustrates what leaders do and who leaders are.  The 
nature of a leader’s behavior, decisions made, and response to circumstance can be directed 
by his/her ethics (Northouse, 2004).  Ethical leadership theory can be described through two 
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domains:  theories about leaders’ conduct and theories about leaders’ character.  Stated 
another way, ethical theories are about the action of leaders and who they are as individuals 
(Northouse, 2004).   
Teleological Theories 
 Impetus to ethical leadership theories is the focus on the conduct of leaders divided 
into two categories:  theories that stress consequences of leaders’ actions, and those that 
emphasize the duty or rules governing leaders’ actions (Northouse, 2004).  A teleological 
perspective surveys the results and outcomes or consequences related to various behaviors.  
Ethical egoism (Avolio & Locke, 2002) suggested within this approach that an individual 
would act in a way that would create the greatest good for her or himself.  For example, a 
leader may take a job or career that he or she selfishly enjoys.  Self-interest is an ethical 
perspective closely related to transactional leadership theory (Bass & Steidlmeier, 1999).   
 Utilitarianism, a second teleological approach suggests that individuals should behave 
to create the greatest good for the greatest number (Northouse, 2004).  The morally correct 
action is the action that maximizes social benefits while minimizing social costs (Schumann, 
2001).  On the other hand, altruism, implying that actions are moral if their primary purpose 
is to show concern for the best interests of others emphasizes the interests of others.  
Contrary to self-interests, the leader makes decisions based on the needs and interests of 
others (Bowie, 1991).  Authentic transformational leadership is an example of a leadership 
theory based on altruistic principles (Bass & Steidlmeier, 1999; Kanungo & Mendonca, 
1996).  Mother Teresa was an example of an authentic transformational leader, who gave her 
entire life to help the poor.   
 
 
 39 
Deontological Theory 
 Differing from teleological theory of leadership is deontological theory, which 
focuses on the actions of the leader and his or her moral obligations and responsibilities to do 
the right thing.  A leader’s actions are moral if the leader has a moral right to do them, if the 
actions do not infringe on others’ rights and if the actions further the moral rights of others 
(Schumann, 2001).   
 Even though teleological and deontological theories approach ethics with the 
behavior or conduct of a leader in mind, a second approach to ethical leadership explores a 
leader’s character, virtue-based theories (Pojman, 1995). 
Value-based Theory 
 Within this perspective, virtues are rooted within the individual and in his or her 
disposition (Pojman, 1995).  Pojman (1995) explained that virtues and moral abilities are not 
innate but can be acquired and learned through practice.  Individuals can be taught by 
families and communities to be morally appropriate human beings (Northouse, 2004).  
Consistent with Aristotle, current advocates of virtue-based theory stress that more attention 
should be given to the development and training of moral values (Velasquez, 1992).  The 
Greek term associated with virtues-based theory is aretaic meaning “excellence” or “virtue”.  
Leaders ascribing to this theory would guide individuals in what to be rather than what to do, 
helping individuals become more virtuous.   
 Based on the writings of Aristotle, a moral leader demonstrates the following virtues:  
courage, temperance, generosity, self-control, honesty, sociability, modesty, fairness, and 
justice (Velasquez, 1992).  Through application of ethics to leadership, Velasquez (1992) 
suggested that leaders should develop virtues such as perseverance, public-spiritedness, 
integrity, truthfulness, fidelity, benevolence, and humility.  When practiced over time, from 
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youth to adulthood, good values become habitual and part of the individual (Northouse, 
2004).  Virtues are derived from actions and actions manifest virtues (Frankena, 1973; 
Pojman, 1995).   
 Inspired by the values-based approach to leadership, Reflective Human Action, grew 
out of a conviction that all professionals have a responsibility to lead, to use their 
competencies in each community of practice, family, neighborhood, organization, institution, 
or government (Mitstifer, 1995).  In order to be considered a leader using the Reflective 
Human Action perspective, a leader must:  (a) represent a nonpositional leadership and imply 
a responsibility of all professionals for leadership, (b) be intellectually and morally 
defensible, (c) link theory and action, and (d) link the how and why of action making a 
spiritual connection to others (Mitstifer, 1995).  Contributing to the development of this 
theory are the works of various theorists including:  Peter Block (1987, 1993), Tom Chappell 
(1993), Jay Conger (1994), Stephen Covey (1991, 1994), John Kotter (1996), James Kouzes 
and Barry Posner (1987, 1995), Thomas Moore (1992), James O’Toole (1995), Peter Senge 
(1990), and other researchers focusing on a values-based approach to leadership.   
 When dissecting the title of this values-based approach to leadership, it is essential to 
further understand the concepts of reflection and leadership.   
Reflection is the ability to think about what you are doing while you are doing it.  
This reflection in action implies competence and artistry as well as commitment to 
learning through reflection on practice.  With thoughtful naming and framing, the 
dimensions of a situation become apparent.  Inventing and testing, a kind of 
improvisation, then can determine the human action.  Reflection ensures a search for 
meaning, and appreciation of uncertainty, and a responsible inquiry.  In other words, 
reflective engagement matters (Mitstifer, 1995, p. 2). 
 
Leadership is conceptualized as a subset of human action.  It is an engagement with 
life and lifelong commitment to human fulfillment.  Thus leadership is the action 
itself, the total engagement offered for the well being of the earth and all its 
inhabitants.  It is taking “responsibility for ourselves in concert with others, creating a 
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global commonwealth worthy of the best that we human beings have to offer” (Terry, 
1993, p. 275).  (Miststifer, 1995, p. 2)  
 
 Reflective Human Action is an active, mind-engaging process of meaning making in 
a community of practice (Mitstifer, 1998).  Core to the perspective are authenticity, ethical 
sensibility, and spirituality (Mitstifer, 1998).  Along with the core features of this 
perspective, features of action within this approach include:  mission, meaning, existence, 
resources, structure, power, and fulfillment (Mitstifer, 1998).  To implement this perspective, 
the following principles of practice are necessary:  accept chaos, share information, develop 
relationships, and embrace vision (Mitstifer, 1998).  Terry (1993) summarized the goal of 
Reflective Human Action in his book Authentic Leadership:  Courage in Action. 
Leadership is not a means to another end.  It is not instrumental.  Leadership is the 
action itself.  Leadership is a gift to be unwrapped and treasured; leadership is choice, 
to be claimed; to be made functionally whole; leadership is participation, to be 
energized; leadership is adventure, to be embraced; leadership is creativity and 
innovation, to be playful.  Leadership is total engagement offered for the well being 
of the earth and all its inhabitants.  (p. 273) (Mitstifer, 1998).  
 
Influence 
 Taking influence a step further than in the transformational leadership theory, ethical 
leadership requires the leader to have an impact on the lives of those being led.  It is essential 
that leaders are sensitive to how their leadership affects the lives of those who follow.  All 
leaders have an agenda, a series of beliefs, proposals, values, ideas, and issues to put on the 
table (Gini, 1998).  The values promoted by the leader have a significant impact on the 
values exhibited by the organization (Carlson & Perrewe, 1995; Schminke, Ambrose, & 
Noel, 1997; Trevino, 1986).  Because of their influence, leaders have a major role in 
establishing the ethical climate of an organization (Northouse, 2004).     
 Heifetz’s Perspective on Ethical Leadership.  Based on work as a psychiatrist and 
observations and analysis of many world leaders (i.e., President Lyndon Johnson, Mohandas 
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Gandhi, and Margaret Sanger), Ronald Heifetz (1994) formulated a unique approach to 
ethical leadership.  Emphasizing how leaders help followers to confront conflict and to effect 
changes from conflict, Heifetz’s perspective is related to ethical leadership because of the 
inclusion of value-based ideals.  Leaders involve the use of authority to help followers deal 
with the conflicting values that emerge in changing environments and social cultures 
(Heifetz, 1994).   
 The leader provides a “holding environment” in which there is trust, nurturance, and 
empathy (Heifetz, 1994).  By providing a safe environment, followers can confront and deal 
with hard problems.  According to Heifetz (1994) leaders can use authority to influence 
people to pay attention to the issues, to act as a reality test regarding information, to manage 
and frame issues, to orchestrate conflicting perspectives, and to facilitate the decision-making 
process.  A core duty of a leader is to assist followers in struggling with change and personal 
growth (Northouse, 2004).   
 Burn’s Perspective on Ethical Leadership.  Burn’s theory of transformational 
leadership (1978) places a strong emphasis on followers’ needs, values and morals.  
Transformational leadership involves attempts by leaders to move followers to higher 
standards of moral responsibility (Northouse, 2004).  Foundation to this perspective, 
leadership includes a moral dimension (Bass & Steidlmeier, 1999).   
 In comparison to Heifetz’s perspective, Burns (1978) suggested that it is essential for 
leaders to engage themselves with followers and help them in their personal struggles 
regarding conflicting values (Northouse, 2004).  Throughout the process, a connection 
between the leader and follower raises the level of morality in the leader and the follower 
(Burns, 1978).   
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 Rooted in the work of Abraham Maslow, Milton Rokeach, and Lawrence Kohlberg, 
Burns’ (1978) theory of transformational leadership originated by emphasizing ethical 
leadership principles (Ciulla, 1998).  Burns (1978) highlighted the importance of the leader’s 
role to attend to the personal motivations and moral development of the follower while 
considering past theorists’ works (Northouse, 2004). Transformational leadership indicates it 
is the responsibility of the leader to help followers assess personal values and needs in order 
to raise the individual level of functioning to a level that stresses values such as liberty, 
justice, and equality (Ciulla, 1998). 
 Greenleaf’s Perspective on Ethical Leadership.  During the early 1970s, Robert 
Greenleaf developed an approach to leadership called servant leadership.  Servant leadership 
emphasizes the thought that leaders should be attentive to the concerns of their followers and 
empathize with them through care and nurturance (Greenleaf, 1970, 1977).  Support has 
stemmed from various researchers (Block, 1993; De Pree, 1989) for the perspective that 
argues that leadership was bestowed on a person who was by nature a servant.  In order to 
become a leader, first the individual must become a servant (Greenleaf, 1970, 1977).  A 
servant leader focuses on the needs of followers by helping them to become more 
knowledgeable, more autonomous, and more like servants themselves while experiencing 
increased personal freedom (Greenleaf, 1970, 1977).  Overall, servant leaders enrich others 
by their presence (Northouse, 2004).   
 Graham (1991) recalls that a servant leader strives to remove inequalities and social 
injustices that exist within an organization.  Greenleaf requires that servant leaders must use 
listening techniques, empathize with others, and unconditionally accept others (Greenleaf, 
1970, 1977).   
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 Common throughout each perspective of the ethical leadership theory is that the 
leader-follower relationship is central to ethical leadership.  Emphasis is placed on leaders’ 
attentiveness to the unique needs of followers.  A connection between the three perspectives 
(Heifetz, Burns, and Greenleaf) is parallel to the ethic of caring proposed by Gilligan (1982).  
As discussed previously in the reviewed literature in relation to the moral development of 
adolescence, Gilligan (1982) suggested that personal relationships should be the beginning 
point of ethics.  Within the past 20 years, the “caring principle” has been recognized by 
scholars as one of the predominant moral principles related to the role of a leader (Northouse, 
2004).  Further, Schumann (2001) explained a leader’s actions as morally correct if he/she 
expresses care in protecting people with whom the leader has special relationships.  
Similarly, Brady (1999) stressed that an ethic of caring is extremely important in 
organizations because it is the main ingredient in building trust and cooperative relationships.   
 In summary, this section presented an overview of five major categories of leadership 
theory.  The integration of leadership opportunities into junior high school family and 
consumer sciences curriculum required an understanding of various leadership theories.  This 
knowledge guided the selection of an appropriate leadership theory to frame the social issue 
of childhood obesity into the curriculum presented to junior high school FCS students.  First 
to emerge were trait theories, which attempted to explain and predict leadership by virtue of 
possession of personal attributes.  Gradually trait theories evolved into a set of theories 
identifying behavioral characteristics.  Behavioral theories focused on describing effective 
leaders based on successful performance within diverse roles and on identifying the perfect 
leadership style blending task-oriented and relationship-oriented styles.  Next, contingency 
theories viewed leadership as successful attempts in manipulating situations to achieve 
desired end results.  Power theories followed explaining the effect of a leader’s power or 
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authority over those who follow, whereas influence theories focused on a leader’s influence.  
In the influence category, leaders communicated a vision and inspired change by preparing a 
group to respond through innovation and collaboration.  Within the realm of influence, 
theorists elaborated on the need to focus on the use of ethical means to lead a group of 
individuals.  Ethical leadership incorporates many of the theories relating to leadership as 
well as theories explaining the moral development of individuals.  Core to ethical leadership 
are the themes of respect, service, justice, honesty, and community.  For the purposes of this 
research, ethical leadership principles will be used to develop lessons to present the issue of 
childhood obesity to junior high school family and consumer sciences students.   
Definitions of Leadership 
 A variety of ways to finish the sentence “Leadership is…” have been identified by a 
large number of leadership theorists (Northouse, 2004).  Stogdill (1974) identified in his 
review of leadership research that there are as many different definitions of leadership as 
there are individuals who have tried to define it.  When defining leadership it is essential to 
recognize the multitude of meanings that exist.  For over two hundred years, the term 
“leadership” has been found in literature within various disciplines, especially in the social 
sciences.  The purpose of this review is to develop a suitable definition of the concept of 
leadership as the basis for the development of leadership opportunities to be implemented 
within junior high school family and consumer sciences courses.   
 A definition is a statement that ascribes meaning to a concept within a theoretical 
perspective.  Categories of leadership definitions were originally developed by Stogdill 
(1974) and expanded by Bass (1990) and Northouse (2004).  In order to better understand the 
concept of leadership, the definitions that exist correlate with the leadership theory identified 
during its time of conception.   
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To foster a complete understanding of the process that has occurred to define 
leadership, the following is a brief summary of the various categories used to define 
leadership over the years.  Bass (1990) suggested that some definitions view leadership as the 
focus group process.  From this perspective, the leader is at the center of group change and 
activity and guides the will of the group (Bass, 1990).  A second grouping of leadership 
definitions views leadership from a personality perspective.  This perspective suggests that 
leadership is a combination of special traits or characteristics that individuals possess, which 
enable them to influence others to accomplish various tasks.  Another approach defines 
leadership as an act or behavior, actions leaders do to bring about change in a group (Bass, 
1990).   
Further, leadership has been defined in terms of the power relationship that exists 
between leaders and followers.  Leaders are viewed to have power and use it to change 
others.  Perceived as an instrument of goal achievement, leadership has been described as a 
model to help group members achieve goals and meet individual needs.  Within this 
definition, leadership transforms followers through vision setting, role modeling, and 
individualized attention.  A final category defining leadership is categorized from a skills 
perspective, stressing the capabilities (knowledge and skills) that make effective leadership 
possible (Northouse, 2004).   
Even though multiple approaches to defining leadership exist, Northouse (2004) 
summarized the basic components as:  (a) leadership is a process, (b) leadership involves 
influence, (c) leadership occurs within a group context, and (d) leadership involves goal 
attainment.  Northouse (2004) summarized leadership as a process whereby an individual 
influences a group of individuals to achieve a common goal.  Because leadership is defined 
as a process, it is not a trait or characteristic of a leader.  Further, by using the term process, it 
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is suggested that a leader affects and is affected by followers through an interactive event 
(Northouse, 2004).  When defining leadership this way, it is not limited to a few select 
individuals, but is attainable by everyone.   
Important to the process of leadership is an understanding of the terms leader and 
follower.  The term leader refers to those who engage in leadership, whereas the term 
follower refers to whom individual leadership is directed towards.  Both leaders and 
followers are involved together in the leadership process; therefore, leaders need followers 
and followers need leaders (Burns, 1978; Heller & Van Til, 1983; Hollander, 1992; Jago, 
1982).  Even though leaders and followers are closely connected, the leader initiates the 
relationship, creates communication linkages, and carries the burden for maintaining the 
relationship (Northouse, 2004).  Burns (1978), Hollander (1992), and Rost (1991) suggested 
that leaders and followers needed to be understood in relation to each other, collectively, and 
as a cooperative relationship, respectively. 
The current study will focus on the following definition of leadership:  leadership is a 
process by which an individual inspires, motivates, and facilitates a group to articulate a 
vision for mutual benefit, share the vision, and develop an action plan to make the vision a 
reality.   
Competencies for Leadership 
 Competence is defined as a specific aptitude, ability, or knowledge that is relevant to 
meeting the requirements of successful performance in a particular setting (Boyatzis, 1982).  
In this section, the competencies related to the instrument chosen to measure leadership 
practices in junior high school students will be explained.  When the competencies are 
understood, a foundation for the development of leadership opportunities is created.   
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 Kouzes & Posner (1987, 1995, 2003, 2006) stated that effective leadership is not 
restricted to a few individuals.  To assess the five fundamental principles or practices of 
exemplary student leadership the instrument Student Leadership Practices Inventory-Self 
(Student LPI-Self) (Kouzes & Posner, 2006) was used in this research. The first practice is 
Challenge the Process.  According to Kouzes & Posner (2006), leaders need the ability to 
initiate positive change, recognize and support new ideas, and be willing to take risks, to 
experiment, and to innovate.  Further, leaders should be willing to challenge the system in 
order to get new products, processes, and services adopted.  Required by this practice, leaders 
at all levels must possess expertise, initiative, and confidence in the outcome of change being 
proposed.   
 Second, Inspire the Vision, which includes looking at the future desirable state of the 
organization, was assessed.  Kouzes & Posner (2006), suggested that being a visionary 
involves the ability to foresee a unique image of the organization, based on the analysis of 
the past, the present, and predictions of the future.  Knowledge that is gained from 
experience, situational analysis, keeping current on present and future trends, and intuition 
allows the leader to envision the future.  Leaders are required to contribute ideas, hopes and 
dreams for the organization, and encourage others to do the same (Gardner, 1990). 
 Third, Enable Others to Act, a process of encouraging collaboration, building of 
teams, and empowerment of others is evaluated through the Leadership Practices Inventory 
(2005).  Bennis & Nanus (1985) suggested that the members of a work group may be 
encouraged to act by involving them in the process of strategic planning in order to obtain 
valuable input and gain commitment to the shared goals and plans of action.  Effective 
implementation of this practice requires leaders to need skills that could sustain high levels of 
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motivation in an encouraging and supportive environment (Bennis & Nanus, 1985; Kouzes & 
Posner, 1987, 1995, 2003; Locke, 1991).   
 Fourth, Model the Way requires leaders to act in ways consistent with their beliefs 
and values, such as being ethical, and open to new ideas and diverse points of view, being 
fair when dealing with others (Kouzes & Posner, 2006).  In order to be effective, leaders 
should model the way through sharing values important for a successful organizational 
culture, such as high performance standards, a caring attitude, a sense of uniqueness, pride in 
jobs well done, and initiating the process of “small-wins” (Kouzes & Posner, 2006).   
 Fifth, Encourage the Heart asserts that leaders encourage followers through good and 
bad times, frustration, and disenchantment (Conger & Kanungo, 1988; Sashkin, 1988; Tichy 
& Devanna, 1986).  Within this practice, the building of self-confidence through high 
expectations, blending intrinsic and extrinsic rewards for jobs well done, being positive and 
hopeful, building confidence and courage, and celebrating accomplishments.  Kouzes & 
Posner (2006) believed that individuals at all levels of organizational structures could learn 
the five leadership practices.   
 In conclusion, this section of the literature review explains that leaders are 
characterized by being long-range thinkers, thinking in terms of time and context, inspiring 
and communicating vision to others in such a way that others feel that the vision is 
worthwhile, and striving to make the vision a reality.  Other characteristics of effective 
leaders are strong achievement motivation; being open to change; and having a wide range of 
competencies including outstanding job skills and conceptual skills, effective 
communication, good human relations skills, and political skills.  Leaders should be eager to 
accept challenge, are willing to take risks, and often support the good ideas of others.  
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Specifically, leaders work for the growth and development of the organization, and are 
confident in their ability to be change agents using encouraging, honest, and ethical action. 
Leadership Development Theory and Adolescence 
It is essential that professionals understand and appreciate the complexity of 
leadership in order to support and challenge adolescents to be the best leaders they can be 
(van Linden & Fertman, 2003).  DesMarais, Yang, & Farzenhkia (2000) indicate that in order 
to develop youth leadership; there are four critical elements that need to be included in a 
leadership program.  The elements are:  youth and adult partnerships; decision-making 
opportunities for adolescents while allowing responsibility for consequences; broad context 
for learning and service; and the recognition of adolescents’ experience, knowledge, and 
skills.   
 Leadership development starts early.  The capacity to understand and interact with 
peers and other leadership-related skills critical for effective leadership development mature 
during adolescence and early adulthood (Gardner, 1987).  Evidence has suggested that these 
critical skills begin to form before five years of age (van Linden & Fertman, 2003).  It is not 
possible to predict which adolescents will display exceptional leadership performance; 
therefore, support exists for the opportunity for all adolescents having the potential to lead 
(Garrod, 1988; van Linden & Fertman, 2003).  Opportunities for adolescent leadership exist 
in the workplace, family life, community, and government.  Schools, community agencies, 
religious institutions, youth organizations, and sports organizations have incorporated 
leadership development in young people as a part of organization missions.  Even though 
opportunities exist, research has suggested there is a lack of leadership programs available 
for all adolescents.   
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 Leadership programs that currently exist have traditionally focused on developing 
leadership potential for certain student populations (Fertman & Long, 1990).  Examples 
include, but are not limited to:  student council officers (Gary & Pfeiffer, 1987; Stiles, 1986), 
community-group leaders (Lawson, Donant, & Lawson, 1982), and gifted students 
(Gallaghen, 1987; Richardson & Feldhusen, 1986).  By the nature of these programs 
leadership education efforts focus on adolescents who have already demonstrated leadership 
skills in a school or community group.  Fertman and Long (1990) conclude that leadership 
programs have not been developed for students who do not occupy leadership roles in school, 
community, or family activities.  Although many adolescents do not perceive themselves as 
having leadership skills and abilities, the need for all adolescents to consider themselves as 
potential leaders has never been greater (Fertman & Long, 1990).   
 During the past thirty years, services and public policy in relation to adolescence has 
given attention to how problems such as substance abuse, teen pregnancy, school and 
community violence, conduct disorders, academic failure, and delinquent and anti-social 
behavior should be addressed (Catalano et al., 2002; Patterson, 2005).  In conjunction with 
adolescent services and public policy, approaches to program development and research 
during the last twenty years have focused on prevention, providing support for adolescents 
before problem behaviors occur (Patterson, 2005).  Patterson (2005) concluded that many 
early adolescent prevention programs highlight a single problem such as drug use prevention 
and are not based on theory or research.  Because the need for prevention programs was at a 
crisis point, policymakers would fund programs that seemed to have optimistic outcomes.   
 Through evaluation of prevention programs that aim to reduce substance abuse, teen 
pregnancy, violence, and other problems it became evident that most of these programs failed 
to make a positive impact on adolescent development (Patterson, 2005).  Hernandez (1995) 
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suggested that changes in socialization forces that have historically nurtured the development 
of children, especially within the family, necessitate the need for reconceptualizing school 
and community practices to support the family in its mission to raise successful children.  
Previously, the focus of interventions to support families and children responded to existing 
crises, for example, reducing juvenile crime or transforming poor character in youth 
(Catalano, et. al, 2002).  While youth problems have become more evident and prevalent for 
today’s adolescents, intervention and treatment for a wide range of specific problems has 
been developed (Agee, 1997; Clarke & Cornish, 1978; Cooper, Altman, Brown & 
Czechowicz, 1983; DeLeon & Ziengenfuss, 1986; Friedman & Beschner, 1985; Gold & 
Mann, 1984).   
 Longitudinal studies during the past thirty years have identified important predictors 
of problem behaviors in youth and have served as a turning point with the formation of 
positive youth development programs and services (Catalano, et. al., 2002).  From these 
findings, programs for positive youth development have focused on using information on 
predictors to interrupt the processes of specific problem behaviors.  Ellickson & Bell (1990) 
illustrated an example of this occurrence through an explanation of drug abuse prevention 
programs.  Drug abuse prevention programs began to address empirically identified 
predictors of adolescent drug use, such as peer and social influences to use drugs, and social 
norms that condone or promote such behaviors (Ellickson & Bell, 1990; Flay et al, 1998; 
Pentz et al., 1989).  Instead of only focusing on the behavior problem, researchers supporting 
the theory of Reasoned Action (Ajzen & Fishbein, 1980; Fishbein & Ajzen, 1975; Morrison, 
Simpson, Gillmore, Wells & Hope, 1994;) guided prevention efforts aimed to inform how 
people make decisions.   
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 A second theory, the Health Belief Model (Janz & Becker, 1984; Rosenstock, 
Strecher & Becker, 1998) has also been used to guide the development of positive youth 
development programs through focusing attention on factors that influence behavior and 
behavior change.  In 1991, the National Institute of Mental Health and leaders in youth 
development gathered in an attempt to reach agreement on the important factors influencing 
behavior and behavior change (Kirby, 1997).  It was concluded that a successful transition to 
adulthood requires more that avoiding drugs, violence and precocious sex.  The promotion of 
children’s social, emotional, behavioral and cognitive development began to be seen as the 
key to preventing problems (Fishbein, Middlestadt & Hitchcock, 1991; Patterson, 2005).   
 Along with these findings, the field of prevention began reinventing itself.  In 1996, 
the Department of Health and Human Services awarded a large grant to support efforts to 
review and summarize prevention program evaluations.  Researchers at the University of 
Washington conducted the research with the goal to document and describe the shift in 
approach from negative preventative approaches to the characteristics of positive youth 
development (Patterson, 2005).  Twenty-five programs were identified with a primary 
prevention focus addressing positive youth development as well as problem behaviors 
(Catalano, et al., 2002).  Even though the programs documented connected prevention and 
positive youth development, the researchers (Catalano et. al) called for developing and 
implementing more comprehensive programs focusing solely on positive youth development.  
 Evidence from this study also suggested that positive youth development programs 
should use flexible and comprehensive approaches rather than one-size-fits all approach for 
everyone (Bensen, 1997; Catalano, et al., 2002; Werner & Smith, 1992).  Outcomes from 
programs using the flexible approach are:  better school attendance, higher academic 
 54 
performance, more prosocial peer and adult interactions, improved decision-making abilities, 
and less substance use and less risky sexual behavior (Catalano, et al., 2002).   
Definition of Positive Youth Development Characteristics 
A result of the Catalano, et al. (2002) project was the creation of common objectives that 
positive youth development programs seek to accomplish.  Programs designed for youth 
strive to promote or cultivate one or more of the following objectives: 
• Resiliency 
• Social competence 
• Emotional competence 
• Cognitive competence 
• Behavioral competence 
• Moral competence 
• Bonding with peers, adults, and school 
• Self-determination 
• Spirituality  
• Self-efficacy 
• Clear and positive identity 
• Belief in the future 
• Recognition for positive behavior 
• Opportunities for pro-social involvement 
• Pro-social norms 
Catalano, et al. (2002) suggested that successful programs for youth and adolescents use 
strategies to address the following: 
1. strengthen social, emotional, behavioral, cognitive, and moral competencies; 
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2. build self-efficacy; 
3. shape messages from family and community about standards for positive youth 
behavior; 
4. bonding with adults, peers and younger children; 
5. expand the opportunities and recognition for youth who engage in positive behavior 
and activities; 
6. provide structure and consistency in program delivery; 
7. intervene with youth for at least nine months or more (Catalano, et al., 2002). 
Through a practice and policy perspective, Flannery, et al., (2003) concluded that 
early prevention/intervention focus is important to increasing positive skills and 
competencies as well as reducing aggression and other problem behaviors.  This perspective 
can also result in success at school, positive adult-teen and peer relations, and long-term 
adjustment and resiliency.  Not only are adolescents overwhelmed and experiencing 
increased peer pressure to participate in risky behaviors, but the demands of the workforce 
for an employee who is trained to perform multiple skills has increased the demands on 
adolescents in school.  Skills desired by employers range from technological to interpersonal 
and organizational.  Training for many occupations requires years of preparation in formal 
education or on-the-job training encouraging young people to think and make decisions about 
their futures earlier.  The jobs of tomorrow available to the adolescents of today may not 
even exist during the time of their secondary education.   
Adolescent Leadership Development through Secondary Family and Consumer Sciences 
Programs 
As professional-technical education programs in the state of Idaho are considered, 
much of the leadership development in our students occurs as a result of participation in 
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youth organizations.  Wingenbach & Kahler (1997) illustrate that “…students at the 
secondary level could increase their leadership practices in communications, decision-
making, getting along with others, learning management of self, understanding self, and 
working with groups by participating in a combination of youth leadership organizations in 
school and/or community activities” (p. 19).   
 Even though it is encouraging that adolescents have leadership potential and youth 
organizations provide opportunity for youth leadership development, there are important 
questions that need to be answered.  Can current youth organizations provide adequate 
leadership education and training independent from classroom instruction?  How many 
students are involved in Professional-Technical Education related youth organizations?  Do 
these organizations provide students with needed leadership practices in order to be 
successful in the future?  Carter & Spotanski (1989) questioned whether or not a more formal 
method of leadership training would be more effective than leadership development through 
involvement as an officer, committee chair, or as an active group member in an organization.   
 It is the task of professional-technical educators, specifically in the area of family and 
consumer sciences to prepare youth with the kinds of skills and personal qualities future 
employers deem important, but are currently offered to the few students active in youth 
organizations (Ricketts & Rudd, 2002).   Carter & Spotanski (1989) found that students who 
received leadership training scored higher than students who had not received leadership 
training on nine of the top ten personal qualities that employers seek.  The current research 
was based on the hypothesis that formal curricular instruction of leadership is presumably the 
missing piece of a strong family and consumer sciences secondary program.    
 
 
 57 
Curriculum Development Theory 
Curriculum within family and consumer sciences, which focuses on the development 
of adolescent leadership practices, is based on several learning theories including 
constructivism, transformational learning, critical science theory, and a practical problem 
framework.  Hultgren & Wilkosz (1986) suggest that a curriculum orientation is the way in 
which educators think about the aims and content of the curriculum, which emphasizes a 
particular formation of educational priorities.  Priorities, such as state and national standards 
identified by educators, influence the classroom climate in which students and teachers work 
to accomplish the learning goals established within a family and consumer sciences program 
(Hultgren & Wilkosz, 1986).  Value positions of educators can affect curriculum thinking.  
Brown (1979) suggested that value positions represent the various levels of assumptions that 
are held within a particular field of knowledge, shared across disciplines concerned with 
human development, and connected to a particular worldview.   
Further, Hultgren & Wilkosz (1986) explained that if the assumptions made are 
understood in regard to the learner, knowledge, society, and the aim of education, appropriate 
curriculum decisions could be made.  The mission and knowledge paradigm guiding practice 
should also be considered when answering the question “what should be done about teaching 
family and consumer sciences education content?”  When designing curriculum, educators 
are essentially seeking to address the question “What kind of world do we desire and how do 
we go about creating this world?” (Macdonald, 1975).   
Curriculum development is accomplished by educators through the process of 
establishing and prioritizing educational goals; designing educational content, methods, and 
materials necessary to address the educational goals; implementing a broad range of activities 
and experiences that comprise the total educational program; and adjusting the plan based on 
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evaluation data (Shafritz, Keoppe, & Soper, 1988).  A theoretical framework or paradigm can 
be used by educators to establish “what” and “how” to teach specified content.  A framework 
or paradigm, defined by Schubert (1986) is a “conceptual lens through which curriculum 
problems are perceived” (p. 2).  The conceptual framework outlined by an educator is based 
on a philosophical orientation that guides the decision making process within curriculum 
development.   
Constructivism 
 Constructivism is an emerging view of learning based on the idea that new 
information is added to existing mental frameworks.  Learners are placed in authentic 
settings in order to identify the issue to be studied (Williams, 1999).  Instead of allowing 
learners to take a passive role in their education, an educator with a constructivist viewpoint 
requires students to be challenged in finding possible alternatives to various social issues 
(Williams, 1999).  By framing curriculum in this manner, students learn from and add to their 
experiences while asked to critically reflect on the meaning of new knowledge. 
 The term constructivism describes the learner’s contribution to meaning and learning 
through both individual and social activity (Bruning, Schraw, & Ronning, 1999).  
Perspectives associated with constructivism are grounded in the research of Piaget, 
Vygotsky, the Gestalt psychologists, Bartlett, and Bruner as well as the educational 
philosophy of John Dewey (Woolfolk, 2001).  Constructivism assumes that individuals 
construct their own cognitive structures as they interpret their experiences in particular 
situations (Palincsar, 1998).  With multiple views of constructivism, some focus on how 
individuals make meaning; others emphasize the shared, social construction of knowledge 
(Driscoll, 1994; Iran-Nejad, 1990; Perkins, 1991; Spiro, Feltovich, Jacobson, & Coulson, 
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1991; Tobin, 1990; von Glaserfeld, 1990; Wittrock, 1992).  To organize the various views, 
two categories will be used:  psychological and social (Palincsar, 1998; Phillips, 1997). 
 Psychological/Individual Constructivism.  Psychological constructivists investigate 
how individuals build certain elements of their cognitive or emotional apparatus (Phillips, 
1997).  Interested in individual knowledge, beliefs, self-concept, or identity, the inner 
psychological life of people is of main concern.  Recently, research conducted within the 
realm of psychological constructivism focused on information processing approaches to 
learning, which view the human mind as a symbol processing system (Mayer, 1996).  To 
function, human mind converts sensory input into symbol structures (propositions, images, or 
schemas), and then processes (rehearses or elaborates) those symbols so knowledge can be 
remembered and retrieved (Woolfolk, 2001).  Seen as a source of input, the outside world 
provides sensations to be perceived and to enter the working memory inside the head 
(Schunk, 2000; Vera & Simon, 1993).   
   Similarly, Piaget’s psychological constructivist perspective was developed around 
meaning that is constructed by the individual and processed through a sequence of cognitive 
stages that all humans pass through (Woolfolk, 2001).  Previous stages are built upon through 
thinking, which occurs at each stage.  Miller (1993) explained that within Piaget’s 
perspective, the main concern is with logic and the construction of universal knowledge that 
cannot be learned directly from the environment.  Knowledge such as conservation or 
reversibility develops from reflecting on and coordinating personal cognitions or thoughts, 
not from the mapping of external reality (Woolfolk, 2001).  Moshman (1997) concluded that 
Piaget saw the social environment as an important factor in development, but did not believe 
that social interaction was the main mechanism for changing thinking. 
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 Vygotsky’s Social Constructivism.  Central to Vygotsky’s theory is the belief that 
social interaction, cultural tools, and activity shape individual development and learning.  
Through participation in a broad range of activities with others, learners internalize or take 
for themselves the outcomes produced by working together.  New strategies and knowledge 
are acquired of the world and culture (Palincsar, 1998).  Classified as a social constructivist, 
Vygotsky’s theory relies on the social interactions and cultural context used to explain 
learning (Palincsar, 1998; Prawat, 1996).  An example of this theory in action requires the 
culture to create cognition when the adult (teacher) uses tools and practices from the culture 
(language, maps, computers, looms, or music) to steer the child (student) toward goals the 
culture values (reading, writing, weaving, dance) (Woolfolk, 2001).  Serpell (1993) 
elaborated that cognition creates culture as the adult and child together generate new 
practices and problem solutions to add to the cultural group’s repertoire.   
 Even though multiple constructivist theories exist, and some disagreement has 
occurred, agreement is illustrated through the common recommendations. First, 
constructivists recommend that complex and challenging learning environments provide the 
atmosphere for authentic tasks with the opportunity for students to participate in social 
negotiation and shared responsibility for learning (Driscoll, 1994; Marshall, 1992).  Further, 
students should be provided with multiple representations of the content and develop an 
understanding that knowledge is constructed through student-centered instruction (Driscoll, 
1994; Marshall, 1992).   
Transformational Learning 
 Learning designed incorporating the transformational theory is based on reflection 
that transforms the beliefs, attitudes, opinions, and the emotions of learners.  
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Transformational learning encourages reflection and critical thought with increased 
receptiveness to the paradigms of others, and the acceptance of new ideas. 
 Transformative education suggests that teachers help students change into people who 
can think for themselves, who can engage life imaginatively and fully as life-long learners, 
and who can embrace democracy as a vibrant way of living (Henderson & Hawthorne, 2000).  
A description of transformative learning will be facilitated through the three lenses:  subject 
learning, self-learning, and social learning (Henderson & Hawthorne, 2000).  Foundation to 
this theory is the idea that students experience thinking-centered, performance-based, multi-
literate education while learning to think of themselves as caring, responsible, life-long 
learners and informed, participatory citizens in a democratic society (Henderson & 
Hawthorne, 2000).   
 Transformative Subject Learning.  A thinking-centered lesson engages students in 
thinking about the context within which they are learning (Perkins, 1993, 1994).  A variety of 
teaching strategies can be used to facilitate thinking-centered learning experiences.  An 
example of a teaching strategy that supports thinking-centered learning is the use of class 
discussion framed with thought-demanding questions.  Second, the educator could facilitate a 
collaborative learning experience requiring students to share responsibility for learning 
through organization of self and topic.  A third example is the integration of problem-based 
learning.  Through problem-based learning opportunities, students study content by seeking 
out information needed to solve problems.  Another strategy involves a similar approach, 
project-based learning, which provides students with the opportunity to gain knowledge 
through complex, socially meaningful projects (Henderson & Hawthorne, 2000).  Further, 
educators who engage students in peer teaching, infuse critical and creative thinking into 
subject matter through student analysis, critique, defense, questioning, and exploration of 
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alternative points of view align with the constructs of transformational learning (Henderson 
& Hawthorne, 2000).   
 Even though debate has occurred over the meaning of transformational learning 
(Fosnot, 1996), generally it is defined as moments in which students actively make sense of a 
subject matter’s meaning by drawing personal connections between pertinent past 
experiences and the content students are studying (Brooks & Brooks, 1993; Henderson, 
1996).  When content does not relate to students’ lives, meaning cannot be actively 
constructed (Henderson & Hawthorne, 2000).  In summary, research has suggested that 
thinking-centered educational activities can provide a meaningful context for basic skill 
acquisition and learning comprehension (Chi, 1994; Chi & Glaser, 1988).  Transformational 
subject learning is aligned with disciplinary approaches that require inquiry responsibility 
instead of obedience to authority (Henderson & Hawthorne, 2000). 
 Transformative Self-Learning.   When an educational program focuses on inquiry, 
students are assisted in seeing themselves as active, life-long, informed decision makers as 
opposed to followers of authority (Palmer, 1998).  Through this perspective, students are 
encouraged to develop a sense of self-based on internal, not an external, locus of control 
(Henderson & Hawthorne, 2000).   
 As explained by Maslow (1962), a self-actualizing individual is engaged in 
continuous development of self through active, multifaceted transactions with the world.  
Through collaboration with Kelley, Rogers, & Combs (1962), Maslow proposed that the 
nature and development of the healthy self are related concepts.  Individually, Kelley (1962) 
elaborated that a caring and mutually respectful social relationship is essential in the 
development of an individual’s self. 
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 As described by Greene (1978), transformative self-learning is a process which 
involves cognitively, emotionally, physically, aesthetically, and spiritually attunement with 
self and others.  In regard to learning, individuals activate imagination, welcome new 
insights, and alter beliefs through conversations with others (Greene, 1978).  In summary, 
Kelley (1962) describes transformative self-learning as the cultivation of a fully functioning 
individual personality.  Transformative self-learning affords students the opportunity to 
become active learners beyond the classroom setting, encouraging the development of an 
individual who participates in lifelong learning activities. 
 Transformative Social Learning.  Students who are given the opportunity to 
participate in a transformative educational setting are taught to become active, responsible 
members of a pluralistic society centered on democratic ideals (Henderson & Hawthorne, 
2000).  Through the cultivation of moral and ethical accountability students are made aware 
of deep, interrelated, and even controversial issues of equity, diversity and civility 
(Henderson & Hawthorne, 2000).  Students learn in a collaborative, critical, and meaningful 
setting where individual opinions and conclusions can be drawn with sensitivity to the ideals 
of the society in which they are (Henderson & Hawthorne, 2000).   
 For the current study, students will be faced with a civility-related issue, a public 
forum focusing on the social issue of childhood obesity.  Educating for civility aims to help 
students understand the right to dissent and relies on an individual commitment to listening to 
those who disagree with us (Scherer, 1997).  To better understand the complexity of social 
issues students learn that many highly contested topics (i.e., government policy on abortion) 
cannot be understood through simplistic either-or thinking or by demonizing those with 
opposing points of view (Henderson & Hawthorne, 2000).  Experience with civil discourse 
through modeling provides students with social inquiry-related skills (Parker, 1997).  
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Implementation of transformative social learning can include the use of teaching strategies 
such as community service learning, which assists social education and aids students in 
thinking of themselves as active citizens (Boyte & Skelton, 1997).   
 In summary, an integrated approach to transformational learning can best be 
facilitated through a curriculum design concerned with enhancing the possibilities for 
personal and social integration (Beane, 1997).  Beane (1997) concluded that when curriculum 
is organized around significant problems and issues and collaboratively identified by 
educators and students, the three dimensions of transformational learning (Transformative 
Subject Learning, Transformative Self-Learning, and Transformative Social Learning) are 
achieved. 
Critical Science Curriculum 
   To discuss the theory of critical science in relation to family and consumer sciences 
curriculum, concepts of the technical science approach must first be explored.  Plihal, Laird, 
& Rehm (1999) communicated that concepts of critical science and the technical science 
approach to curriculum are interrelated and interdependent on each other.  Through this 
discussion, clear understanding of the importance of a critical science approach to curriculum 
development in FCS will be identified.  Justification of the critical science approach to FCS 
curriculum is evident in the mission guiding the profession (Plihal, Laird, & Rehm, 1999).  
For example, foremost to the service of individuals, families, and communities, FCS 
professionals strive to implement educational practice centered on human problems facing 
society (Plihal, Laird, & Rehm, 1999).  Specifically, Schon (1996) suggested that problems 
can be classified by uncertainty, confusion, instability, and value-conflict, and not 
acquiescent to a scientific approach.  Within the critical science framework, curriculum 
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developed will provide students the opportunity to think about social issues and problems 
occurring within society. 
 A critical science approach can be differentiated from a technical science approach 
through exploration of each approach in relation to the following constructs: curriculum 
goals; perspective views of potential value and contribution of the other approach; 
curriculum means and ends; the posing of value-related and philosophical questions; context 
of the curriculum; and the approach’s view of teachers and learners in the learning situation.    
 Curriculum Goals.  In a technical science approach, an educator would focus on the 
use of how to questions to guide learning experiences.  Through objective diminution of 
human problems into manageable components, educators would direct students to find the 
most efficient means of developing the technical skills to solve a particular problem.    
Alternatively, a critical science approach seeks to create literate, democratic citizens 
with the capacity for self-governance (Carlson, 1988).  Educators implementing this 
approach would ask “what knowledge is of most worth and why?” and “what ought to be”? 
(Plihal, Laird, & Rehm, 1999).  Specifically, critical science curriculum seeks to prepare 
individuals and families to examine personal and social problems in order to take reasoned 
and justifiable action (Sirotnik, 1991).  Action taken is based on the social justice values of 
equity, sharing, personal dignity, security, freedom, and caring (Sirotnik, 1991).   
 Perspective Views of Potential Value and Contribution of The Other Approach.  Core 
to technical science curriculum is the rejection of validity of any knowledge other than that 
which can be scientifically proven using objective definitions, observation, and measurement 
(Plihal, Laird, & Rehm, 1999).  The technical science approach also rejects the validity of the 
critical science approach and all approaches to curriculum that cannot be reduced to the 
technical scientific model, standards, and system of beliefs (Plihal, Laird, & Rehm, 1999).   
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In contrast, critical science curriculum is an alternative perspective that does not seek 
to eliminate or invalidate the technical science approach.  Technical science is seen as 
insufficient and inadequate alone, requiring an expansion of thinking and capabilities beyond 
the limited established boundaries.  Family and consumer sciences educators providing 
instruction via a critical science approach, acknowledge, count on, and incorporate many of 
the strengths and contributions of technical science (Plihal, Laird, & Rehm, 1999).  A strong 
point of critical science is the recognition given to the need for integration of multiple forms 
of knowledge in order to best serve families and society. Brown (1980) explained the 
necessity of providing individuals and families with developmentally appropriate technical 
knowledge, communicative knowledge, and emancipatory knowledge in order for them to 
take reasoned action to solve problems.  Brown used Habermas’ theory of action as a basis 
for construction of a critical science curriculum.  
Curriculum Means and Ends.  Technical science aims to find the most effective and 
efficient means to achieve a pre-determined, agreed upon, unexamined end (Plihal, Laird, & 
Rehm, 1999).  Using exclusively how to questions, curriculum is presented to students.  
Decisions regarding curriculum means become technical matters, avoiding personal biases or 
values without questioning or examining the end in focus.  When the ends are fixed and 
clear, a technical science approach may be effective, but is inadequate for dealing with ends 
that are confusing, conflicting, and problematic (Plihal, Laird, & Rehm, 1999). 
The use of critical science requires ends to be examined and questioned as thoroughly 
and continuously as the means for achieving ends are examined (Plihal, Laird, & Rehm, 
1999).  Throughout this process, reflection and critical evaluation of the numerous 
alternatives possible with justification of the ends desired should be in accordance with the 
overarching goals and values inherent within a social justice orientation (Plihal, Laird, & 
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Rehm, 1999).  Further, the use of critical evaluation of the implication of decisions and the 
ramifications that could occur within personal, community, societal, and global contexts of 
both ends and means should take place (Plihal, Laird, & Rehm, 1999). 
Posing Value-based and Philosophical Questions.  From a technical science 
approach, curriculum questions attempt to be bias-free and value-free.  This eliminates 
questions that are philosophical and ethical in nature due to the urgency of the scientific 
approach (Plihal, Laird, & Rehm, 1999). 
Questioning within the critical science approach includes the following questions, 
“What out to be the ends? Why? What action should be taken? Why?” (Plihal, Laird, & 
Rehm, 1999).  It is essential that consideration of personal values and value differences are 
examined within the context of social justice and a democratic society (i.e., equity, security, 
freedom, personal dignity, and common good) (Plihal, Laird, & Rehm, 1999).  When 
questions are philosophical in nature, critical science requires investigation of philosophical 
agendas supported through everyday curriculum choices.  Beyer & Apple (1988) outlined the 
following philosophical questioning topics as foundation for all curriculum planning:  
epistemological; political; economic; ideological; technical; aesthetic; ethical, and historical.  
A central dimension of curriculum planning is the use of philosophical understanding.  Using 
this technique, educators are provided with a framework to access reflective understanding, 
heightened sensitivity, historical grounding, contextual meaning, a liberating praxis, and a 
vehicle for engendering justice, compassion, self-exploration, empowerment, critical 
thinking, and ecologically sustainability in a threatened global environment (Slattery, 1995). 
Context of Curriculum.  The context of a learning experience is often ignored in a 
technical science approach to curriculum development.  Curriculum is seen as consisting of 
universal components with universal application (Reid, 1992).  Specifically, technical 
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science operates under the orientation that it is possible to determine objectives, content, and 
measurements that will be appropriate for all learning experience contexts (Plihal, Laird, & 
Rehm, 1999).  In addition, technical science views problems as universally experienced 
occurrences that can be treated without regard to context, and yield technical solutions 
applicable in all situations (Plihal, Laird, & Rehm, 1999).   
Critical science recognizes powerful personal and social contexts influencing the 
learning process.  Reid (1992) suggested that curriculum matters be considered within the 
personal contexts of real children, in real classrooms, with real teachers.  Both the attitudes 
and experiences of students and teachers have an impact on what occurs in the classroom or 
school (Rogers, 1985).  Educators and curriculum designers should consider personal 
contexts in terms of the larger contexts of community, society, and its institutions along with 
various contexts and institutions within our society (cultural, educational, political, and 
economic)  (Plihal, Laird, & Rehm, 1999).  Also, exploration of individual, family, and 
social problems from a holistic viewpoint, taking into account the multiple forces of 
influence is vital (Plihal, Laird, & Rehm, 1999).  Family and consumer sciences teachers 
have the opportunity to develop curriculum that can challenge individuals to see the ways in 
which their personal, daily choices affect society.  Specifically, learning experiences should 
focus on the problem setting while attempting to solve the problem (Schon, 1996).  Problems 
might be identified by technical science as clear and distinct are instead seen as rich in 
complexity, characterized by uncertainty and dilemma, and possibly lacking in a “right” 
answer (Reid, 1992).  Through the ongoing examination of valued ends, FCS educators are 
able to be ever responsive to changing personal and societal conditions affecting the 
individuals and families they aim to serve (Plihal, Laird, & Rehm, 1999). 
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View of teachers and learners.  Learners within a technical science context are seen 
as passive recipients of knowledge that is produced and evaluated by “experts” and 
transmitted by teachers who follow procedures determined by “experts” (Plihal, Laird, & 
Rehm, 1999).  Critical science views curriculum as a process (currere), which involves both 
learners and teachers as active participants and contributors to that process.  Plihal, Laird, 
and Rehm (1999) summarized the critical science perspective in relation to teachers and 
learners superlatively by stating: 
Unique individuals, in a unique classroom, with unique prior knowledge and 
experience, become co-creators of the unfolding curriculum, the knowledge emerging 
through guided critical inquiry, and the reasoned and justifiable action that follows. 
(p. 15).   
 
In conclusion, the critical science approach aims to fulfill the goal of facilitating 
student ability to take reasoned and justifiable action (Staaland & Strom, 1996).  Students 
exposed to curriculum developed within the critical science framework will be able to 
identify personal patterns of behavior and thought; relate social conditions to personal and 
group attitudes and behaviors; participate in the democratic process; take action to achieve 
social justice through the creation of conditions where all people have access to needed 
resources (Plihal, Laird, & Rehm, 1999).  Not only will individuals have access to needed 
resources, opportunities will be created for individuals and families to make meaningful and 
informed decisions.  To reach the goal of the improvement of life for individuals, families, 
and communities, the critical science approach provides a framework for the engagement of 
teachers and students in exploring possible valued ends.  Curriculum developed with a 
critical science approach and practical problem framework provides a format for leadership 
development and structure to address social issues impacting society.  A vehicle to be used 
for leadership development in family and consumer sciences is the public forum.  This 
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research required students to participate in a public forum focusing on childhood obesity 
while utilizing skills required of a leader.  In conclusion, the aim of the research was to 
assess the impact of leadership development opportunities using a critical science approach 
to curriculum in family and consumer sciences junior high school courses. 
Practical Problem Framework  
A practical problem framework for curriculum development focuses on family and 
consumer sciences content in relation to the concerns that families face over time (Hultgren 
& Wilkosz, 1986).  Specifically, these concerns can be defined as perennial problems, 
reoccurring from one generation to the next.  Questions such as “what to do” or “what action 
to take” requiring reasoned thought, judgment, and action are addressed in relation to 
significance to the human population (Hultgren & Wilkosz, 1986).   
The practical problem framework to guide the development of curriculum in family 
and consumer sciences junior high school courses is integrated with a critical science theory 
approach.  Similar to the constructivist and transformational perspective, educators who 
apply a critical science approach and practical problem framework to curriculum 
development can provide students opportunity to think about various social issues.  Junior 
high school family and consumer sciences programs implementing the critical science 
approach seek to prepare individuals (adolescents) to examine personal social problems and 
to take reasoned and justifiable action based on the social justice values of equity, sharing, 
personal dignity, security, freedom, and caring (Sirotnik, 1991).     
Specifically, family and consumer sciences junior high school courses operate based 
on the goal to help adolescents take action in developing as individuals and to participate in 
the examination and formation of peer, family and social goals (Brown & Paolucci, 1979).  
Through a practical problem curriculum framework, adolescents are provided the opportunity 
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to develop independent thinking and leadership skills used to make personal adjustments 
integrating content knowledge (Dohner, 1994). Curriculum incorporating the practical 
problem framework provides a format for leadership development and structure to address 
social issues impacting society.  A vehicle to be used for leadership development and 
utilizing the practical problem framework in family and consumer sciences is the public 
forum.  Students were required to participate in a public forum focusing on childhood obesity 
while utilizing skills required of a leader. In conclusion, the aim of the research was to assess 
the impact of leadership development opportunities with a practical problem framework in 
family and consumer sciences junior high school courses. 
Social Issue Context 
A current social issue that impacts society is related to the nutrition and wellness of 
children.  As a connection between leadership development and the developmental needs of 
early adolescents—physical, intellectual, and socioemotional, junior high school family and 
consumer sciences curriculum affords students the opportunity to solve real-life problems.  In 
2005, the American Association of Family and Consumer Sciences in partnership with the 
Charles F. Kettering Foundation identified obesity as a compelling issue appropriate for 
public deliberation.  Sixty-five percent of U.S. adults are either overweight or obese (CDC, 
2005; Williams, Hartough, Miles, & Braun, 2005).  Among children, 15% are overweight 
(CDC, 2005; Hedley, et all, 2004; Williams, Hartough, Miles, & Braun, 2005).  To be 
considered overweight, individuals must have a body mass index of 25 or more, while a 
person who is obese has a body mass index of 30 or more (Williams, Hartough, Miles, & 
Braun, 2005).  In order to contribute to the national effort to address the issue of obesity, 
more specifically childhood obesity, family and consumer sciences junior high school 
students can participate in the process of conducting a public forum, an experiential learning 
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project.  This process requires students to use communication skills, teamwork abilities, and 
productivity skills to successfully implement a public forum.  Therefore, the opportunity 
necessitates adolescents’ use of skills related to being a leader.   
An illustration of this process begins with the following question “What should I do 
about keeping my body looking and feeling good?” It integrates the content areas in family 
and consumer sciences and other disciplines (Fetters, 1989).  Adolescents are concerned 
about how they look to others during a time of dramatic physical changes (Dohner, 1994).  
They need knowledge and independent skills that will enable them to adapt to physical and 
emotional changes occurring in the present and future.   
The curriculum question, “What should I do about keeping my body looking and 
feeling good?” includes the following concepts addressed in a family and consumer sciences 
junior high school course:  selection and preparation of nutritious foods, exercise and resting 
one’s body, cleaning and clothing one’s body, managing one’s lifestyle in relation to one’s 
family, studying body changes and how they make one feel, obtaining resources needed for 
caring for the body, and communicating one’s needs about one’s body to family and others  
(Dohner, 1994).  Family and consumer sciences educators can facilitate an adolescent’s 
ability to address life questions through an integrated curriculum design with focus on whole-
life, problem-posing social issues.  Learning experiences offered within a practical problem 
curriculum framework consist of two types of learning processes:  practical 
reasoning/problem solving and cooperative learning (Dohner, 1994).   
Practical reasoning/problem solving is a process based on the critical science 
approach providing opportunity for the development of higher-order thinking skills (Dohner, 
1994).  Through the practical reasoning/problem solving process, teachers’ and students’ 
thinking is directed to include technical (using how-to thinking, prescribed methods, and 
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facts), communicative (understanding our own and other’s background and culture) and 
liberating (examining one’s assumptions, beliefs, and social conditions and making reasoned 
judgments to take ethical action) systems of action as problems are solved (Dohner, 1994; 
Dohner & Kister, 1990; Hultgren, 1987; Laster, 1987; Schwartz, Wilkosz, DeBoe, Grote, & 
Torgenson, 1986).  Ethical questioning in this process assists early adolescents to think about 
themselves in specific situations, while contemplating the impact on others (Dohner, 1994).  
Laster (1987) suggests adolescents ask the following questions “What if everyone did it? 
How would you feel if someone did that to you? How does it affect me, peers, friends, 
family, and society?”  Further, Beane (1990) emphasizes skills such as problem solving, 
ethics, valuing, social action, and searching for completeness and meaning as skills beyond a 
basic understanding of knowledge.  With attention to skill development, affective learning is 
attained through practical reasoning/problem solving, which is necessary for examination of 
real-life problems (Dohner, 1994).   
Cooperative learning is a teaching strategy used to facilitate the process of practical 
reasoning/problem solving.  Dohner (1994) suggests practical reasoning/problem solving is 
best achieved in collaborative groups when multiple experiences can contribute to thinking 
about and solving various social problems.  Results of cooperative learning include, but are 
not limited to, development of communication skills within a group or team, peer teaching 
skills, and skills required to work productively and support each other in groups (Johnson, 
Johnson, & Holubec, 1998).  Cooperative learning allows early adolescents to feel a sense of 
responsibility for each other’s learning and provides opportunity for success which may also 
be useful in esteem building (Dohner, 1994).   
Cooperative learning strategies have been shown to increase pro-social behavior and 
to enhance student’s ability to consider other’s point of view (McDaniel, 1995).  In the 
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school setting, cooperative learning involves placing students in small groups where learning 
is of central importance and students are not only responsible for their own learning, but the 
learning of others (Leming, 1993b).  This approach increases academic achievement, 
acceptance of other races and ethical origins (Leming, 1993b), mutual concern among 
students, and positive social attitudes and behavior (Leming, 1993a).   
Practical reasoning/problem solving, cooperative learning, and an integrated critical 
science approach to curriculum incorporating effective teaching strategies support the 
development of early adolescent higher-order thinking skills.  Also, adolescents are provided 
the opportunity to implement skills associated with leadership.  For example, communication 
skills, teamwork abilities, and productivity skills are enhanced.     
As a connection between leadership development and the developmental needs of 
early adolescents—physical, intellectual, and socioemotional, junior high school family and 
consumer sciences curriculum affords students the opportunity to solve real-life problems.  In 
order to contribute to the national effort to address the issue of obesity, more specifically 
childhood obesity, family and consumer sciences junior high school students can participate 
in the process of conducting a public forum.  This process requires students to use 
communication skills, teamwork abilities, and productivity skills to successfully implement a 
public forum.  
Leadership Education 
 Leadership can be taught and learned (Bass, 1990; Bennis, 1989; Kouzes & Posner, 
1997).  The goal of leadership education is to provide opportunities for individuals to learn 
the skills, attitudes, and concepts necessary to become effective leaders (Huber, 2002).  
According to Kolb (1984) many people learn from their experience; therefore many 
leadership educational opportunities are experiential in nature.  The use of action-oriented 
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educational methods to train leaders can be effective and useful (Bass, 1990).  Similarly, 
Huber (2002) stated that in order to increase the capacity of individuals and organizations to 
lead, experience in the process is essential.   
 A few of the recommended teaching strategies used to teach leadership are service 
learning (Hoover & Webster, 2004), movie analyses (Graham, Ackerman, & Maxwell, 2004; 
Graham, Sincoff, Baker, & Ackerman, 2003), and case studies.  Other methods include 
lecture discussion, role-playing, living cases games, computer-assisted and programmed 
instruction, behavior modeling, and sensitivity training (Bass, 1990).  Role-playing can 
improve learning and retention while promoting transference from the learning situation to 
leadership performance on the job (Bass, 1990). 
 Green (1988) defined leadership enhancement as broadening one’s perspectives, 
expanding one’s vision beyond a particular position or institution, and integrating 
information and experience to shape the course of institutions.  As explained previously, 
Andrews, Mitstifer, Meeks, Rehm, & Vaughnn (1995) created a leadership development 
model based on the philosophies of authentic leadership developed by Terry (1993), and the 
nature of reality developed by Wheatley (1994).  From this model, it is understood that 
human problems can be traced to the effect of human actions, and the most effective 
strategies for resolving problems can therefore be developed by reflective human action.  The 
Reflective Human Action leadership perspective formulates a desired end result of a more 
reflective leader through consideration of the diverse views of various leadership theorists. 
Cleveland (1985) found that the educational system must foster integrative thinking at all 
levels.  Specifically, curriculum emphasizing civic responsibility, self-knowledge, and a 
global perspective is essential in the preparation of adolescents for leadership.  He concluded 
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that education cannot substitute a well-formed mind and a strong personal value system 
(Cleveland, 1985).   
 Leadership education for adolescents should consider individual differences that exist 
such as, gender, ethnicity, socioeconomic status, learning styles, personality types, 
experience, and education (Ricketts & Rudd, 2002; Rudd, et al, 1998; Snow & Yallow, 1982; 
van Linden & Fertman, 2003).  Also, adolescents share commonalities, which contribute to 
the development of an instructional model for leadership (Ricketts & Rudd, 2002).  These 
similarities include the desire to separate from parents, the need for a time of self-discovery 
and definition, the way they learn and develop leadership skills gradually, their 
unpredictability, and the need for a time of exploration (Basic Behavioral Science Task Force 
of the National Mental Health Council, 1996; Rickets & Rudd, 2002; Taylor, et al, 1995; van 
Linden & Fertman, 1998).   
 It is essential that the individual implementing the leadership educational experience 
has a thorough knowledge of adolescent development (Ricketts & Rudd, 2002).  Due to the 
importance of considering each individual’s ability to lead, an adolescent’s differences, 
similarities, and needs should all be considered prior to synthesis and adoption of a model for 
formal youth leadership development curriculum (Ricketts & Rudd, 2002).  A specific model 
has been created for developing formal leadership education curriculum for youth or 
adolescents in formal career and technical education programs.  Within the model, the 
various constructs of leadership are represented.  To develop the dimensions and stages, 
research of Bloom (1956), Fertman & Chubb (1993), Fertman & Long (1990), Long, Wald, 
& Graff (1996), and Wald & Pringle (1995) were considered.   
 The dimensions of the model for youth leadership curriculum consist of dimensions 
used by van Linden & Fertman (2003) including cognitive, emotional, and behavioral aspects 
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of youth and providing “a consistent frame of reference to assess, monitor, and evaluate an 
adolescent’s leadership development” (p. 40).  Ricketts & Rudd (2002) integrated their 
examination of leadership and youth development literature into Bloom’s (1956) Taxonomy 
of Educational Objectives to provide the knowledge needed to adjust and expand van Linden 
and Fertman’s (1998) research.  By doing so, leadership development could be taught in 
formal career and technical education settings with ease.   
Figure 1 provides an illustration of the model for youth leadership curriculum 
developed by van Linden & Fertman (1998) and expanded upon by Ricketts & Rudd (2002).  
Five dimensions of leadership exist and are integrated into educational experiences to 
increase the adolescent’s knowledge, skills, abilities, and perceptions in relation to 
leadership.  
Each circle within the figure represents a construct of leadership (Ricketts & Rudd, 
2002).  For this research each dimension of the conceptual model will be integrated in the 
current curriculum of a junior high school family and consumer sciences Teen Living course.  
The dimensions will be taught using three different hierarchical levels that engage students in 
a higher order of thinking (Ricketts & Rudd, 2002).  Within each stage, the experiential 
learning theory of Kolb (1984) is integrated using a holistic integrative perspective on 
learning combining experience, perception, cognition, behavior, and Bloom’s (1956) 
Taxonomy of Educational Objectives.  The integration of Bloom’s (1956) Taxonomy 
requires students to thoroughly understand the concepts of leadership by learning on several 
hierarchical levels. 
Following this model, students learn about each dimension of leadership at the 
Awareness, Interaction and Integration levels (Ricketts & Rudd, 2002). 
 78 
Integration—the individual is focused on improving 
leadership skills and abilities. 
Interaction—the individual thinks about leadership and 
wants to explore. 
Awareness—leadership is not a part of the individual’s 
life. 
Evaluation 
 
Synthesis 
 
Application 
 
Analysis 
 
Comprehension 
Figure 1 adapted from vanLinden & Fertman, 1998 and Ricketts & Rudd, 2002 
 The Awareness stage provides orientation to the curriculum; the Interaction stage 
involves students in the exploration of leadership; the Integration stage involves student 
practice and mastery of leadership development activities and concepts (Ricketts & Rudd, 
2002; van Linden & Fertman, 1998).  Ricketts & Rudd (2002) concluded that each stage 
strives to build on the experience and perception of the students in order to enhance cognition 
and behavior in the leadership development process.   
Leadership Knowledge and Information 
The first dimension emphasizes what youth need to know about leaders and leadership before 
proceeding with application of leadership-related concepts (Ricketts & Rudd, 2002).  As an 
example, Dewey (1963) explained the role of prior knowledge: 
Decision-
making, 
Reasoning, 
Critical 
Thinking 
Leadership 
Knowledge 
and 
Information 
Leadership 
Attitude, 
Will, and 
Desire 
Intrapersonal 
and 
Interpersonal 
Skills 
Oral and Written 
Communication 
Skills 
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To grasp the meaning of a thing, an event or a situation is to see it in its relations to 
other things; to note how it operates or functions, what consequences follow from it; 
what causes it, what uses it can be put to.  In contrast, what we have called a brute 
thing, the thing without meaning to us, is something whose relations are not grasped. 
(p. 135). 
 
In agreement with Dewey (1963), Stogdill (1974) found that leaders with information on the 
task at hand made more attempts at leading than did those without proper knowledge.  
Knowledge can be defined as a demonstrated understanding of what a task is (Hersey, 
Blanchard, & Johnson, 2001).  Through the acquisition of leadership knowledge and 
information, Ricketts & Rudd (2002) found that complicated, abstract concepts related to 
leadership were dispelled allowing students the opportunity to perceive themselves as 
leaders.  
Leadership Attitude, Will, and Desire 
 Attitude can be defined as a mental set that causes a person to respond in a 
characteristic manner to a given stimulus and is the way in which individuals view and 
interpret their environment (Chapman & O’Neil, 1999).  Contained within the leadership 
attitude, will, and desire dimension are the concepts of motivation, self-realization, and 
health in fulfilling a student’s leadership capacity.  Optimum development occurs when a 
student is healthy, exhibiting physical and mental fitness, having a positive self-image, 
maintaining self-understanding, and possessing appropriate coping skills (Lerner, 1995).  
Instrumental in the synthesis of this dimension, Ricketts & Rudd (2002) referred to 
McClelland’s (1987) motivation theory describing the need for achievement, affiliation, and 
power to motivate people towards a certain pattern of behavior.  If a student is motivated to 
be a leader, the student’s attitude, will and desire will be stronger towards the related 
dispositions.   
 
 80 
Decision-Making, Reasoning, and Critical Thinking 
 Decision-making, reasoning, and critical thinking skills should be incorporated into 
the specific practices and strategies used by career and technical education professionals in 
secondary instructional programs (Henderson, 1983).  Important insight into curriculum 
development for leadership education was found within the 1989 Report on Adolescent 
Development.  A well-developed young person is an intellectually reflective person, who 
analyzes problems and issues and develops new solutions (Learning Leadership…, 1996).  
Further, Rudd, Baker, & Hoover (2000) suggested: 
Critical thinking is a reasoned, purposive, and introspective approach to solving 
problems or addressing questions with incomplete evidence and information, and for 
which an inconvertible solution is unlikely. (Ricketts & Rudd, 2002, p. 9). 
 
In order for an individual to function successfully and efficiently, a person’s knowledge and 
thinking abilities need to be evident (Lancelot, 1929).  Further, Glaser (1984) found that 
critical thinking, reasoning, and decision-making are ideally taught by incorporating them 
into existing subject matter, and not taught as a separate topic, while van Linden & Fertman 
(1989) felt that exposure to the principles of reasoning would provide adolescents with the 
ability to make educated leadership decisions (Ricketts & Rudd, 2002).  In conclusion, 
thinking abilities allow individuals to get better jobs, fit better within a changing and 
complex environment, and improve the quality of their life.  The critical thinking dimension 
is crucial to the model for leadership education (Thomas, 1992; Ricketts & Rudd, 2002).   
Oral and Written Communication 
 Seen as one of the most important skills involved in leadership development, 
communication is vital in this process (Gardner, 1987).  In order to share knowledge, 
interests, attitudes, opinions, feelings, and ideas to influence and ultimately lead others, 
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individuals need strong oral and written communication skills (van Linden & Fertman, 
2003).   
 Throughout various inquiries into skills needed for employment, Benson (1994) and 
Hersey, Blanchard, & Johnson (2000) found that written and oral communication skills were 
the two most important factors in graduating students gaining employment.  In the process of 
developing a comprehensive model to train, teach and develop leadership in youth, Ricketts 
& Rudd (2002) identified that the inclusion of oral and written communication skills into a 
leadership education model is substantiated by the need to integrate oral and communication 
skill competencies across all disciplines.   
Intrapersonal and Interpersonal Relations  
 To complete the leadership education model developed to increase adolescents’ 
leadership knowledge, skills, and abilities, the dimension of intrapersonal and interpersonal 
relations was created.  Within this dimension, students are presented with concepts such as 
conflict resolution, stress-management, teamwork, and ethics combined with knowledge 
regarding diversity, personality types, communication styles, leadership styles, and other 
human relations abilities (Ricketts & Rudd, 2002).  This dimension prepares students to 
reflect and to work with others in an efficient and appropriate manner.   
 During youth leadership training, Scherer (1992) identified conflict resolution as a top 
priority.  Deen (2000) explained further that many researchers envision conflict resolution as 
a productive and necessary part of positive interpersonal relationships, creative problem 
solving, and group cohesiveness.  When the leadership constructs of Kouzes & Posner (1995, 
2003) are implemented, adolescent leaders are better equipped to handle conflict in a 
constructive manner, avoid conflict if necessary, or encourage success in their peers.  Kouzes 
& Posner (1995, 2003) suggested that exemplary leaders:  (a) Challenge the Process, (b) 
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Enable Others to Act, (c) Model the Way, (d) Inspire a Shared Vision, and (e) Encourage the 
Heart.  Correlations between Rickets & Rudd (2002) and Kouzes & Posner (1995, 2003, 
2006) provide a foundation for the current research.  Leadership knowledge and information; 
leadership will, attitude and desire; decision-making, reasoning, and critical thinking; oral 
and written communication, and interpersonal and intrapersonal relations are themes 
throughout Kouzes & Posner’s Five Practices of Exemplary Student Leadership (2006).  As 
concluded by Ricketts & Rudd (2002) very little research and even fewer applications of 
teaching adolescents leadership development have been conducted.   
Summary 
 Adolescence is considered to be a time of fascinating and complex transitions.  
Individuals experiencing this time in life are faced with accelerated growth and change 
second to that of infancy, a time of expanding personal horizons, self-discovery and 
emerging interdependence, and transformation from childhood to adulthood.  Core to the 
experiences of adolescents are the biological, physical, behavioral, and social transformations 
that characterize this stage in life.  The intense change that is occurring provides a challenge 
to educators in assisting students with the transition from elementary to junior high school 
and eventually junior high school to high school.  As a crucial time in one’s life, adolescence 
provides students the opportunity to experience life events that shape their future life course 
and therefore the future of our society.   
 The experiences of adolescents include happiness and growth along with doubt and 
confusion.  During this time various relationships with peers and family take on new 
meaning.  It is common for some adolescents to think about their future and opportunities 
that will be available to them with little hope for success.  On the other hand, others have a 
vague image of the future as they begin searching for a means to a successful adulthood.   
 83 
 Risk-taking behaviors are often explored during adolescence.  In order to avoid the 
establishment of damaging life patterns, early intervention is necessary to prevent later 
casualties and to promote more successful outcomes.  Research has concluded that 
adolescence is an opportune time, possibly the last life phase, in which society has access to 
roughly the entire adolescent population.  Therefore, educators have the potential for 
constructive influence on adolescents’ life and leadership development.   
 All adolescents have basic human needs that must be met in order for learning to 
occur.  Educators can increase a students’ perception of individual leadership potential 
through fostering an understanding of how their skills can be used to meet personal needs.  
Leadership skills and abilities begin to develop in adolescents’ behavior throughout the 
process of seeking to attain various personal needs.  Specifically, they must find ways to earn 
respect, establish a sense of belonging in a valued group, and build a sense of personal worth 
based on mastery of useful social and life skills.  Further, adolescents should learn how to 
peacefully manage conflict, the elements of ethical behavior, and how to use the social 
support systems available to them.  Throughout this time in life, adolescents have the 
opportunity to acquire a positive vision of the future through educational opportunities that 
integrate leadership.   
 Often, educators ascribe to the misconception that early adolescents are incapable of 
critical or higher-order reasoning.  By not offering challenging instruction that connects to 
the social issues facing young people today, adolescents are not afforded the opportunity to 
develop in this manner.  For example, education that captures the adolescent’s sense of self 
and the world can foster inquiring, analytical young people.  This form of preparation is 
essential for adolescent and leadership development.   
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 If an adolescent is expected to solve problems of human relations, develop healthy 
lifestyles, cultivate intellectual curiosity, access social systems they need, and meet the 
demands of the workplace, he or she must be afforded the opportunity to learn certain basic 
skills for everyday life.  In particular, training should occur in interpersonal and coping skills 
to aid in resistance to pressures from peers and others to engage in high-risk behaviors.  To 
reduce adolescents’ participation in high-risk behaviors, educators can prepare students 
through educational opportunities that promote the development of self-control, stress and 
anxiety reduction, and strategies for developing healthy relationships.   
 When developing learning activities and curriculum for adolescents, educators need 
to provide an opportunity for all students to succeed.  One strategy providing success in this 
arena is the implementation of the cooperative learning teaching method.  Through 
implementation of this strategy, educators allow students of varying abilities to work 
together.  High achievers deepen their understanding of the material by explaining it to lower 
achievers, who in turn benefit by receiving extra help from their peers.  Knowledge can be 
retained longer, material becomes mastered at a higher rate, and critical reasoning skills 
develop at a higher rate than when working alone.  Adolescents are provided the opportunity 
to get to know classmates from differing backgrounds preparing them to live in a pluralistic 
society.   
 As a connection between the developmental needs of early adolescents (physical, 
intellectual, and socioemotional) and adolescent leadership development, junior high school 
family and consumer sciences curriculum affords students the opportunity to solve real-life 
problems.  Using a current initiative sponsored by the American Association of Family and 
Consumer Sciences in partnership with the Charles F. Kettering Foundation obesity has been 
identified as a compelling issue appropriate for public deliberation.  Since sixty-five percent 
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of U.S. adults are overweight or obese and fifteen percent of children are overweight, obesity 
is a social issue that impacts adolescents in the junior high school setting.  To contribute to 
the national effort to address the issue of obesity, more specifically childhood obesity, family 
and consumer sciences junior high school students can participate in the process of 
conducting a public forum.  This process requires students to use communication skills, 
teamwork abilities, and productivity skills to successfully implement a public forum.   
 The inclusion of leadership opportunities for adolescents in junior high school family 
and consumer sciences Teen Living courses follows the mission of FCS professionals and the 
implementation of a critical science approach to curriculum development.  From a critical 
science framework, FCS educators focus on developing experiential learning experiences 
that provide students the opportunity to think about social issues and problems occurring 
within society.   
The purpose of this research was to assess the effects of leadership development 
opportunities integrated within a practical problem curriculum framework emphasizing 
childhood obesity as a social issue.    Because employers are interested in a future workforce 
that understands leadership in relation to various life situations, it is essential that adolescents 
be provided the opportunity to learn about leadership development through experiential 
education opportunities.  Specifically, family and consumer sciences curriculum allows for 
adolescents to apply various workplace skills in real-life contexts.   
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CHAPTER 3.  METHODOLOGY 
Introduction 
 The purpose of this study was determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  Participants 
represented five groups of ninth grade Teen Living students in four different schools in 
Northern Idaho.   To be selected for the study, the school was required to have two sections 
of Teen Living offered to ninth grade students.  Specific objectives of the project were to: 
1. design a leadership development curriculum that can be integrated into existing junior 
high school family and consumer sciences nutrition and wellness curriculum with 
emphasis on childhood obesity, and 
2. conduct a formative evaluation of the curriculum by studying its impact on the 
leadership practices and potential of junior high school family and consumer sciences 
students. 
The focus and purpose of the study was to assess the effects of leadership development 
opportunities integrated within a practical problem curriculum framework emphasizing 
childhood obesity as a social issue.   
To achieve the first objective, a research and development approach was used.  The 
impact of leadership curriculum was assessed through a pretest/posttest design with both 
experimental and control groups as data sources.  The experimental group received the 
integrated leadership curriculum, while the control group received the nutrition curriculum 
that is traditionally taught within secondary family and consumer sciences courses.  The goal 
of this study was to develop and provide a curriculum model and framework that could be 
used by family and consumer sciences secondary educators throughout the United States.  
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The curriculum model integrated leadership development opportunities into lessons 
developed based on a practical problem framework and critical science approach to 
childhood obesity.  Long-range outcomes of this study will hopefully include strengthening 
family and consumer sciences programs in junior high schools in the State of Idaho, 
adolescents who are more confident in their leadership practices and abilities, and an overall 
enhanced public image for family and consumer sciences in the State of Idaho.  
Research Design 
 A quasi-experimental research design was used to examine the impact of leadership 
opportunities integrated within nutrition and wellness curriculum based on a practical 
problem framework emphasizing childhood obesity.  The design is categorized as quasi-
experimental because the participants were not randomly selected or assigned to the 
experimental group and control group.  Using a quantitative research design, the study was 
designed to test whether the integration of leadership opportunities increased the leadership 
practices of adolescents in a Teen Living course.   
Population and Sample 
 The population for this study was junior high school students enrolled in Teen Living, 
a secondary family and consumer sciences course offered in Idaho during the Fall 2006 
semester.  Family and consumer sciences teachers in Idaho were contacted to invite the 
students in their classrooms to participate in the study.   
 The sample included ten family and consumer sciences classes totaling 203 students.  
Each school selected for the study has a family and consumer sciences course, Teen Living, 
offered to ninth grade students, who can range from ages 14-15. The students who 
participated in the course with leadership opportunities integrated within nutrition and 
wellness curriculum emphasizing childhood obesity were considered the experimental group 
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and those who do not participate in the integrated curriculum the control group.  Based on the 
enrollment numbers at the time of the study, the control group and the experimental group 
consisted of 100 students and 103 students, respectively.   
 To describe the sample more specifically, Table 1 provides a further description of 
the students who participated in the research.  The information included in the table is limited 
to the data gathered for the purposes of this research study.  Gender, number of work 
experiences, number of memberships in student organizations, and the mean number of 
leadership positions held were provided by students in the control and experimental groups.  
For the purposes of this research, the age, diversity, and other descriptive characteristics were 
not gathered.   
Table 1.  Characteristics of sample based on gender, mean number of work experiences, mean number of  
     memberships in student organizations, and mean number of leadership positions held 
 
Characteristic Control Group Experimental Group 
 
Gender 
Male 
Female 
 
42 
54 
 
34 
63 
 
Mean # of Work Experiences 1.04 1.12 
 
Mean # of Memberships in Student Organizations 
 
1.10 1.29 
Mean # of Leadership Positions Held 1.25 1.13 
 
 
As evidenced by Table 1, students in the control and experimental groups were 
similar.  The control group consisted of 42 males and 54 females, whereas the experimental 
group comprised of 34 males and 63 females.  Students in the control group reported a mean 
number of work experiences as 1.04, mean number of memberships in student organizations 
as 1.10, and a mean number of leadership positions held as 1.25.  Similarly, the experimental 
group reported a mean number of work experiences as 1.12, mean number of memberships in 
student organizations as 1.29, and a mean number of leadership positions held as 1.13.  
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Overall, the control group reported a greater number of leadership positions held, whereas 
the experimental group reported a greater number of memberships in student organizations 
and a greater number of work experiences.   
Treatment 
 The treatment consisted of a two-week curriculum unit integrating the 
implementation of a public forum within a community, specifically addressing the social 
issue of childhood obesity.  The American Association of Family and Consumer Sciences 
(Braun, Hartough, Miles, & Williams, 2005) created training materials for the public forum 
entitled “Sizing Up America Public Policy Deliberation Guide” (see Appendix A).   
 The manual consists of three suggested approaches to the issue of childhood obesity:  
(a) prevention of the obesity epidemic; (b) change our lifestyle; (c) protect your pocketbook 
(Braun, et al., 2005).  To accompany the obesity framework guide, participants were 
provided the obesity forum moderator and convener guide (Braun et al., 2005).   
 The researcher presented the public deliberation and forum curriculum in all 
experimental classes.  As a family and consumer sciences certified teacher, she worked as a 
ninth grade Teen Living teacher for three consecutive years and continues to work in family 
and consumer sciences education at the postsecondary level.   
 The curriculum materials used to guide this research were developed in a web-based 
format (http://www.agls.uidaho.edu/fcsed) and paper copy consisting of the two-week 
curriculum unit (see Appendix B).  Each lesson was developed based on the curriculum 
development theories referred to in the literature, experiential learning, transformational 
learning, and constructivism.  Specifically, teaching strategies such as role-play, simulations, 
small group discussion, and the use of written exercises were incorporated as well as the use 
of written exercises. 
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Instrument 
Leadership Practices Inventory (LPI) 
The Student Leadership Practices Inventory-Self (Kouzes & Posner, 2006) was used 
to measure the leadership practices of ninth grade students before and after implementation 
of the nutrition and wellness curriculum with an integrated leadership opportunity (see 
Appendix C).  For the purpose of the study leadership development was measured based by 
participant scores on the five leadership practices selected as an underlying theme of the 
curriculum:  Challenge the Process, Inspire a Shared Vision, Enable Others to Act, Model 
the Way, and Encourage the Heart (Kouzes & Posner, 2003).   Kouzes & Posner (2003) 
developed the LPI due to the need for a valid and reliable research instrument to test their 
leadership theory and model.   
The development and validation of the instrument by Kouzes & Posner (2006) 
included the use of both qualitative and quantitative analyses.  Initially, case studies were 
prepared and analyzed involving 1,330 managers.  Each case study was framed with the goal 
to identify managers’ most successful experiences during leadership position tenures.  
Through both case studies and in-depth interviews a pattern of critical leadership practices 
was outlined.  Actions illustrated were categorized within the five categories of leadership 
practices assessed within the LPI.  Following several repeated psychometric processes, the 
resulting instrument has been administered to over 350,000 managers and non-managers 
across a variety of organizations, disciplines, and demographic backgrounds (Kouzes & 
Posner, 2003).  A version of the LPI was later developed for specific use with junior high 
school, high school, and college students.  For the purposes of this study, the student version 
of the instrument was used. Kouzes & Posner have conducted over a fifteen-year period 
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validation studies which consistently confirm the reliability and validity of the Leadership 
Practices Inventory and the Five Practices of Exemplary Leaders model.   
The LPI was created through the development of a set of statements, which describe 
each of the various leadership practices (Kouzes & Posner, 2003).  For this study, the second 
edition of the Student Leadership Practices was used.  The response format for each item was 
cast as a 5-point Likert Scale.  A higher value on the LPI represents a more frequent use of a 
leadership practice.  Specifically, responses range from: (a) rarely or seldom; (b) once in a 
while; (c) sometimes; (d) often, and (e) very frequently or almost always do what is 
described in the statement (Kouzes & Posner, 2006).   
The Student LPI-Self contains thirty statements—six statements for measuring each 
of the five key practices of exemplary leaders.  Approximately eight to ten minutes is needed 
to complete the Student LPI-Self and it can be hand or computer scored. For this study, 
participants filled out the paper version of the instrument and the researcher then hand scored 
the Student LPI-self responses.     
Determination to use this instrument was made after reviewing several instruments 
related to the leadership research (Bass & Avolio, 1990; Ellis, 1990; Institute for Behavioral 
Research in Creativity, 1990; Karnes & Chauvin, 2000a; Karnes & Chauvin, 2000b; Khatena 
& Morse, 1994; Meisgeier & Murphy, 1987; Myers & McCaulley, 1985; Roets, 1986; Sisk & 
Roselli, 1987).  Consideration was given to validity, reliability, reading level, time required 
for administration, previous uses of the instrument, and the appropriateness of the test 
variables to the material taught in the curriculum.  The content framework for the Leadership 
Practices Inventory aligns with the definition for leadership and theoretical frameworks 
guiding the study.   
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Psychometric Properties 
 The following information includes the latest information about the psychometric 
properties of the Student Leadership Practices Inventory-Self (LPI) and an overview of the 
research behind the Five Practices of Exemplary Leadership.  A five-point response scale is 
used to provide the basic structure of the instrument.  Specifically, the instrument is designed 
to assess the five scales of leadership practices (each measured by responses to six statements 
on a five-point Likert scale) in relation to how frequently a participant engages in a specific 
practice.   
Means and standard deviations.  Means and standard deviations for the LPI scale for 
leaders (self) are presented in Table 2.  Based on the mean scores, Enabling is the leadership 
practice most frequently reported as being used (Kouzes & Posner, 2003).  Second, 
individuals reported Modeling; then the average scores for Challenging and Encouraging 
followed.  The leadership practice, Inspiring, is perceived as least frequently used.   
Table 2.  Means and standard deviations for the five LPI scales reported by the LPI  
developers (N=6,651) 
 
LPI scale Mean Standard deviation 
 
Challenge the Process 22.74 3.26 
Inspire a Shared Vision 20.62 3.96 
Enable Others to Act 24.81 2.91 
Model the Way 22.26 3.24 
Encourage the Heat 21.90 3.99 
 
Internal reliability.  Reliability refers to the extent to which an instrument contains 
measurement errors that cause scores to differ for reasons unrelated to the individual 
respondent.  The fewer errors contained, the more reliable the instrument, and instrument 
reliabilities above .60 are considered good (Aiken, 1997).  The reliability for the LPI 
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consistently meets or exceeds this criterion.  See Table 3.  Reliability coefficients for the 
LPI-Self range between .71 and .85.   
Table 3.  Reliability coefficients for the five LPI scales as reported by the LPI  
developers (N=6,651) 
 
LPI scales Cronbach alpha coefficient 
 
Challenge the Process .71 
Inspire a Shared Vision .81 
Enable Others to Act .75 
Model the Way .72 
Encourage the Heat .85 
 
Validation of the LPI 
 Validity addresses the question of whether or not an instrument truly measures what it 
reports to measure and, accordingly, whether its scores have meaning or utility for a 
respondent (Kouzes & Posner, 2003).  To determine the validity of the LPI empirical and 
objective measures were used.  Specifically, factor analysis was used to determine the extent 
to which the instrument items measure common or different content areas.  The results from 
various analyses revealed that the LPI contains five content areas with correlating items in 
each section of the instrument.  For example, responses to the thirty leadership practice items 
were subjected to a principle factoring method with iteration and varimax rotation (Kouzes & 
Posner, 2003).  Kouzes & Posner (2003) extracted five factors with eigenvalues greater than 
1.0 and accounting for 60.5 percent of the variance.  Consistent with the five subscales of the 
LPI, five factors were obtained.  Although few item factor loadings shared common variance 
across more than one factor, factor-analyzing the data from different subsamples tested the 
stability of the five-factor solution.  In each case, Kouzes & Posner (2003) reported the factor 
structure as being similar to the entire sample.   
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Further Validation of the LPI 
 Several meta-reviews of leadership development instruments have been conducted.  
The LPI is consistently rated among the best, regardless of the criteria.  For example, in one 
assessment of 18 different leadership instruments, the LPI was the only instrument to receive 
the top score in psychometric soundness and ease of use (Huber, et al., 2000).  Leong (1995) 
found that the factor analyses and multiple regressions provided strong support for both the 
structural and concurrent validity of the LPI.   
 The Leadership Practices Inventory has sound psychometric properties including 
reliability for the five leadership practices, which have proven to be consistent over time.  
The underlying factor structure has been sustained within a variety of studies and research 
settings.  Kouzes & Posner (2003) summarize that the five practices of the exemplary 
leadership framework and the Leadership Practices Inventory contribute to an understanding 
of the leadership process and in the development of leadership capabilities.   
Procedures 
 To accomplish the objectives of the study, eleven major procedures were 
implemented. Procedures included were: selection of instrument to be used; gaining 
permission to use the Student Leadership Practices Inventory-Self from authors Kouzes & 
Posner (2006) (see Appendix D); permission to conduct study from the Iowa State University 
Institutional Review Board (IRB), participating schools and teachers, and parent/guardians of 
students; development of curriculum; identification of experimental and control groups; 
administration of the pretests; teaching of the curriculum; implementation of the public 
forum on childhood obesity; administration of posttests; and analysis and interpretation of 
data.   
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 Procedures for the study and instruments used were reviewed by the Iowa State 
University Committee on the Use of Human Subjects in Research (IRB) to comply with 
federal law and university policy.  In order to complete the ISU review form, the researcher 
made initial contact and confirmed collaboration with five ninth grade Teen Living teachers 
in Northern Idaho during April and early May 2006.  Each school was required to submit a 
letter of approval for the study from the district superintendent and building principal.  No 
contact was made with students until IRB approval was received on September 11, 2006.  
The IRB committee concluded that there were no risks to participants and that their rights 
and welfare were adequately protected by the procedures to be used to assure confidentiality 
of the data (see Appendix E).   Following approval, participating FCS teachers received the 
necessary documents needed prior to the implementation of the research study.  Each student 
and the student’s parent/guardian completed an informed consent or informed assent form 
(see Appendix F).  Teachers were also required to fill out an informed consent form 
documenting their understanding of the voluntary nature of the study, the purpose of the 
study, and the procedures involved (See Appendix G).   
Once permission forms were received, students from both the experimental and 
control groups took the Student LPI-Self at the beginning of the nutrition and wellness 
curriculum (see Appendix C).  This was administered in all classrooms by the researcher. 
Overview of Leadership Integrated Curriculum 
Upon completion of administering the Student LPI-Self, the researcher then 
implemented the leadership integrated curriculum unit during a two-week time frame in the 
classrooms of the experimental groups.  The curriculum unit was composed of ten 
experiential learning activities that took one-to-two class periods each (Appendix B).  Using 
the Five Practices of Exemplary Leadership  (Kouzes & Posner, 2006) and the Ten 
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Commitments of Leadership (Kouzes & Posner, 2006) the activities were created and made 
available on the following website (http://www.agls.uidaho.edu/fcsed) and in hard copy.  
Lesson Objectives  
To construct the unit, lessons were created with the following objectives in mind, as a 
result of the leadership integrated lessons, students will be better able to:  (a) understand the 
specific practices of exemplary leadership relating to a current social issue of childhood 
obesity; (b) identify personal strengths as leaders in life situations; (c) identify areas for 
improving their leadership practices; (d) determine actions for becoming better leaders by 
increasing the frequency and comfort (skill) with which they engage in various leadership 
practices in various settings relating to life roles (family, workplace, community member, 
etc.); (e) plan how to share their results and learning from an integrated leadership 
opportunity in a family and consumer sciences classroom with others in family, community, 
etc.; (f) understand the impact an individual voice can make in regard to public policy and 
social issues impacting individuals, families, and communities throughout the world (Braun, 
Hartough, Miles, & Williams, 2005; Kouzes & Posner, 2006).   
Lesson Delivery   
Full-class participation was emphasized along with teamwork and individual student 
projects and reflection.  The researcher was the facilitator and manager of the classroom 
environment.  Thinking-centered instruction was the focus of the lessons designed to enable 
and inspire students to plan and take action for the well being of self and others in the home, 
workplace, community, and world.  This was done by incorporating the following teaching 
strategies into instruction as identified in the reviewed literature (Henderson & Hawthorne, 
2000):  (a) providing opportunity for classroom discussion using thought-demanding 
questions; (b) promoting peer teaching where students thought through a topic and then 
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taught it to other students; (c) collaborative learning, students shared responsibility for 
something and organized themselves and topic; (d) project-based learning, provided students 
the opportunity to gain knowledge through complex, socially meaningful projects with 
engagement in “understanding performance” (students thought about what they already knew 
and then demonstrated and built understanding); (e) critical and creative thinking through 
analysis, critique, defending, questioning, and exploration of alternative points of view using 
authentic open-ended problems.   
Lesson Time Requirement   
Lessons ranged from 15 minutes to one-hour depending on the population of students 
in each classroom setting.  Differences in population included student-learning ability levels, 
number of students in the class, and class period length.  Of the five classes participating, the 
number of students in each class ranged from 10-25 and class time ranged from 55 minutes to 
90 minutes. 
Lesson materials 
Each lesson included supporting materials and documents for educators to implement 
the curriculum in the future.  Each lesson identified helpful resources and connections to 
standards in FCS and other disciplines such as language arts, speech, and government.   
Leadership Integrated Lesson Plans 
Lesson One:  Model the Way:  What should be done about leadership in our everyday life? 
The first lesson presented to students was developed based on the following valued 
ends:  Students will be able to (a) understand the specific practices of exemplary leadership, 
and (b) identify personal strengths and weaknesses.  
Background information.  The following quote from the Leadership Challenge 
(Kouzes & Posner, 2003) was presented to students to inspire their thinking: 
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Leaders have a philosophy, a set of high standards by which choices are made, a set 
of values about how others should be treated, and a set of principles that make the 
individual unique and distinctive (Kouzes & Posner, 2003, p. 13). 
 
It is important that leaders stand up for what they believe and show by their own example 
how others ought to behave.  Leaders build their credibility by matching words and actions.  
To convince others of something good, leaders focus on the fact that the impossible is 
possible by taking the first step through setting an example.  In order to be successful, a 
leader will break a larger challenge or problem into smaller manageable pieces avoiding 
feelings of being overwhelmed.  In this lesson, students explored what being a leader meant 
to them while comparing identified leadership characteristics with personal characteristics.   
 Opening.  With the word leadership on the board (using the large star provided), 
students filled in small stars provided with words they associated with leadership (i.e. 
characteristics of leaders, qualities, skills, practices, etc.).  This activity was used to begin 
class discussion on what character traits are essential to leadership.   
 Student activity.  Once the board was full, and a mini-discussion took place, students 
formed groups of 3-5 individuals.  Then, each group was given a list of qualities sheet (see 
Appendix B).  Using the starter list for inspiration, each group added other characteristics or 
qualities to the list.  Next, students identified one person, preferably someone who was well 
known to the group, who exhibits each character quality (a community member, famous 
celebrity, or role model).  In groups, students discussed why they thought each person listed 
exhibits that particular quality.  Students then ranked which characteristics from the list they 
thought were most important in a leader and why.  To connect to the individual reflection 
activity, students identified which attributes they already possess and which ones they needed 
to develop.  Possible strategies for developing each attribute were discussed.   
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 Ending/closure.  Conversation and activities from the day were discussed and 
summarized by asking the question “What did you learn about yourself and being a leader?”  
Before students left the class for the day, they were introduced to the individual reflection 
assignment.  An example of what the final product could look like was presented to students.  
Using self-reflection, students used words, pictures, or both to answer the following 
questions and statement:  (a)  “Who are you?”, (b) “Who do you pretend to be?”, (c) Who do 
others perceive you to be?”, and (d) Identify personal strengths and weaknesses by creating a 
CD cover that represents you as an individual.  Creativity, originality, and neatness were 
essential for the individual reflection assignment.   
Lesson Two:  Model the Way, What should be done about leadership related to issues 
impacting our society in relation to nutrition and wellness? 
 The second lesson implemented focused on the practice of leadership, Model the 
Way.  Developed using the same valued ends as lesson one, students were guided through 
class discussion, individual reflection and collaborative learning.   
Background information.  To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
The most important personal quality people look for and admire in a leader is 
personal credibility.  Credibility is the foundation of leadership.  If people don’t 
believe in the messenger, they won’t believe the message.  Titles may be granted, but 
leadership is earned.  Student leaders model the way by finding their voice and setting 
an example.  Leaders should stand up for what they believe, which requires one to 
have beliefs to stand up for in the first place.  Leaders must be clear about their 
guiding principles, find their own voices and clearly give voice to their values.  
Through engaging others, leaders can model the way first by clarifying personal 
values and building and affirming shared values that all can embrace.  Not only words 
but also behavior earns leaders respect.  Leaders set an example and build 
commitment through simple daily acts that create progress and build momentum 
(Kouzes & Posner, 2006, p. 1-2). 
 
 100 
Students were reminded that as a final activity for the research study, the class was 
responsible for hosting a public forum on childhood obesity.  In relation to the research 
conducted, a public forum was referred to as an event that requires individuals to discuss and 
dialogue about an issue of importance to individuals, families and communities.  To prepare 
students for that experience, they completed the activity designed for lesson two.  This 
activity used music to provide students the opportunity to practice using their voice to model 
the way for positive change in our society. 
 Opening.  Through music, individuals can express and communicate their personal 
preferences and backgrounds.  Also, powerful feelings, emotions and values can be conveyed 
through music.  This experience was designed to provide students with the opportunity to 
think about an issue that is important to them and to incorporate their own musical 
preferences to create a song.  This song was designed to encourage students to find their 
voice and to set an example using music. 
 Student activity.  Self-expression can take place through music and song.  In various 
situations individuals choose to listen to various songs and artists to be comforted, inspired or 
encouraged.  Students identified musical artists whom they would listen to when 
experiencing the following emotions:  (a) joyfulness; (b) fear; (c) amusement; (d) 
grief/mourning; (e) anger; (f) nervousness; (g) frustration; (h) disappointment; (i) depression, 
and (j) enthusiasm.  Before students expressed their thoughts and recommendations for 
action related to childhood obesity, they created a song that expressed their passions and 
presented who they are as a leader or a unique individual.  Some groups also created a song 
presenting the issue of childhood obesity.   
 Ending/closure.  Students who felt comfortable presented their songs to the class at 
the end of the class period.  A few of the classes created a song book emphasizing how 
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childhood obesity has impacted society, causes of the social issue, emotions related to the 
issue, etc.   
Lessons Three and Four:  Inspire a Shared Vision, What should be done about the social 
issue of childhood obesity within our society? 
 The valued ends for lessons three and four were for students to be able to:  (a) 
improve their understanding of leadership vision and goal setting for various life roles as an 
individual community member, and in the workplace; (b) expand their thinking; (c) 
understand the concept of vision; (d) begin to form their own visions as leaders, and (e) 
understand how goals relate to vision.   
 Background information.  To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
When students describe their personal-best projects, they told of times during which 
they imagined an exciting, highly attractive future for themselves or society.  Leaders 
are driven by their clear image of possibility and what they can become or 
accomplish.  Student leaders inspire a shared vision by envisioning the future and 
enlisting others in a common vision.  Leaders passionately believe they can make a 
difference.  They have a desire to make something better than it is today; change the 
way things are, and create something that no one else has ever produced.  Yet visions 
seen only by leaders are insufficient to create an organized movement or significant 
change in a product, let alone society.  Leaders cannot command commitment; they 
can only inspire it.  What may begin as “my” vision emerges as “our” vision.  To 
enlist others in a vision, leaders must get to know others and practice dialoging with 
them.  Leaders create a unity of purpose by showing others how the activity is for the 
common good.  Leaders breathe life into vision through vivid language and 
expressive style.  Their own enthusiasm and excitement are contagious and spread 
from the leader to others.  Their belief in and enthusiasm for the vision is the sparks 
that ignite the flame of inspiration.  Leaders uplift people’s spirits with a perspective 
about why they should strive to be better than they are today (Kouzes & Posner, 
2006, p. 2-3).  
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After reading the above excerpt, students were asked the following question, “Are you ready 
to create a mission that will inspire others to work with you in addressing the issue of 
childhood obesity?” 
 Lesson preparation.  The researcher created a squares diagram, large enough for the 
total group to see.  The diagram could also be created on a transparency, display board or 
newsprint.  Before and after students saw the diagram, a piece of paper concealed it.  It was 
important to the quality of the activity that all shapes in the diagram be actual squares.  Next, 
a copy of the school or district mission, FCS Mission developed by the American 
Association of Family and Consumer Sciences (see Appendix B), and the Family, Career, 
Community Leaders of America (FCCLA) mission (see Appendix B) were posted for 
students to see as they came into the classroom.  
Lesson activity:  Squarely sighted.  After students arrived and were seated, the 
researcher explained that the session’s first activity was a vision test.  The squares diagram 
was then revealed allowing students 60 seconds to silently count how many squares they saw 
on the diagram.  After 60 seconds, the diagram was covered and students were asked to tell 
how many squares they counted.  The student who spotted the highest number of squares 
used the diagram to explain his/her count.  There were at least 26 squares in the diagram 
(FCCLA, 1999).   
 Then, students were asked to raise their hand if they did not count the biggest, outer 
square.  The researcher then explained that it was not unusual for individuals to miss “the big 
picture”.  Sometimes we get so busy counting the little things in life that we miss how they 
fit together into a whole.  Leaders see the big picture.  They have a vision that inspires them 
to set and reach goals (FCCLA, 1999).   
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 Lesson activity:  Defining vision.  Students were asked what the word “vision” meant 
to them.  Most organizations, schools, etc. have vision statements or mission statements.  
Before developing their own mission, students reviewed the school’s vision statement, the 
American Association of Family and Consumer Sciences’ vision (see Appendix B), and the 
FCCLA vision statement.  The following points were made to guide students’ understanding: 
1. A vision is an ultimate goal or ideal situation you want to bring about.  A vision 
statement clearly describes your direction.   
2. Successful leaders develop a clear picture of what they want.  “Leaders want to do 
something significant, accomplish something no one else has yet achieved and 
personally believe in something and be inspired before they can effectively 
inspire others” (Kouzes & Posner, 2002, p. 112).   
3. Speaker and trainer Patty Hendrickson says, “Leaders have two characteristics.  
First, they are going somewhere.  Second, they are able to persuade other people 
to go with them”.  The vision where we are going is an important first step in 
leadership.  It’s how leaders move others forward (FCCLA, 1999, p. 25).   
4. Leadership consultant Gary Goldman says, “You will never be greater than the 
vision that guides you.”  What does that tell us about the importance of creating 
an inspired vision? (FCCLA, 1999, p. 25).  
Lesson activity:  On a mission.  For this activity, students were divided into six work 
groups.  Each work group was given one of the sheets with copies of various mission 
statements.  After reading each mission statement, the individual groups wrote a mission 
statement that relates to the concept of childhood obesity and points youth toward a 
successful future.  Before developing the mission statement, groups were instructed to 
discuss what each mission provided means.  Then, each group wrote a mission statement to 
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represent the group.  Depending on the class, groups developed a creative way to share their 
mission statement with the total group (8-10 minutes was provided for group work).  After all 
mission statements were shared, the provided statements (school or district’s mission; FCS 
mission; FCCLA mission) were read for a second time (FCCLA, 1999).   
Lesson activity:  Window on the future.  For this activity, students created their own 
window.  In the window, students wrote a personal vision statement in each windowpane.  In 
the labeled areas, students wrote their vision for leadership in school, family, community, 
and career.  The researcher explained that visions should be:  (a) positive for self and others; 
(b) big enough to be motivational; (c) clearly expressed, vivid, and colorful, and (d) simple 
yet descriptive.  Upon completion of this activity, students were given four-five minutes to 
share their vision statements (FCCLA, 1999).   
Lesson activity:  Stepping-stones.  To introduce this activity, the researcher explained 
that vision is the first step toward dynamic leadership and goals are the next step.  Dynamic 
leaders work toward their vision by setting and reaching goals.  Goals will be the stepping-
stones to your vision.  Students were instructed to imagine a pathway to the vision in their 
window on the future.  As a large group, the researcher led students through an exercise 
designed to guide them through the brainstorming process and the process of placing 
stepping-stone goals.  A sample vision statement from the previous exercise representing one 
of the key areas (school, family, community, and career) was used as an example for students 
to contemplate while completing the next task.  With the sample vision statement in mind, 
students brainstormed what they would need to do to achieve that vision.  The steps or 
conclusions developed were then expressed as goals (FCCLA, 1999).   
The researcher emphasized that the strongest goals are specific.  For example, a goal 
might be to take official minutes for every meeting of the community service committee in 
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the next three months.  Each goal was written on a “stepping-stone” cut out provided.  Upon 
completion of transferring the goals to the stepping-stone cut outs, students placed the stones 
in order of occurrence (FCCLA, 1999).   
If time allowed during the class period, students were divided into three work groups 
to build stepping-stone paths toward visions in the various areas.   
Ending/closure:  The researcher facilitated a final review of the “big picture”, and 
students and researcher debriefed the main points together.  A few of the main points 
identified by students were:  it is important to pay attention to the “big picture” of life; 
leaders have a vision of what they want to achieve; vision is important in families, careers, 
and communities; leaders set and reach goals to achieve their vision.  Upon conclusion of 
lessons three and four, students began to interact with the public forum documents created by 
the American Association of Family and Consumer Sciences to help in the creation of a 
mission, vision, etc.   
Lessons Five and Six:  Challenge the Process, What should be done about the impact of the 
social issue childhood obesity in our own community?   
 Upon completion of lessons five and six, students used the Family, Career, and 
Community Leaders of America (FCCLA) five-step planning process to turn ideas into 
actions in school, families, careers, and communities. 
 Background information. To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
Leaders venture out.  Those who lead others to greatness seek and accept challenge.  
Every single personal-best leadership case Kouzes & Posner (2006) collected 
involved some kind of challenge.  Not one person said he or she achieved a personal 
best by keeping things the same.  Student leaders challenge the process by searching 
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for opportunities by experimenting, taking risks, and learning from mistakes (Kouzes 
& Posner, 2006, p. 3-4).   
 
To frame the research study, the researcher stated that the current research study requires 
students to do just that…challenge the process associated with childhood obesity.  “How can 
the issue be resolved, the impacts on society diminished?” 
Leaders are pioneers; they are willing to step out into the unknown.  The work of 
leaders changes, and the status quo is unacceptable to them.  They search for 
opportunities to innovate, grow, and improve.  This is your opportunity.  But leaders 
need not always be the creators and originators.  In fact, it’s just as likely that they’re 
not.  Sometimes a dramatic external event thrusts a group of people into a radically 
new solution.  Therefore, leaders must remain open to receiving ideas from anyone 
and anywhere.  The leader’s primary contribution is in recognizing and supporting 
good ideas and in being willing to challenge the system to get new products, 
processes, services, and ideas adopted.  In taking one step at a time, leaders 
strengthen commitment to the long-term future.  Extraordinary things don’t get done 
in huge leaps forward (Kouzes & Posner, 2006, p. 3-4).   
 
 Lesson preparation.  In order to implement FCCLA into the secondary family and 
consumer sciences classroom, students used the FCCLA planning process to prepare for the 
public forum on childhood obesity.  Using the planning process handout included (see 
Appendix B), students began to outline how they, as a class, would challenge the process 
addressing a social issue impacting individuals, families, and communities throughout our 
nation.   
 Lesson activity introduction.  To introduce the social issue of childhood obesity, the 
researcher presented a PowerPoint included in the curriculum unit focusing on childhood 
obesity as a national social issue impacting our nation.  Students were reminded that when a 
leader encounters a challenge, they make a plan and bring others on board in order to 
accomplish identified goals.  It is easy to learn and use a plan to practice leadership.  Using 
the FCCLA planning process, students first identified why childhood obesity is a concern.  
Students were presented with various facts identified by the American Association of Family 
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and Consumer Sciences in order to foster students’ understanding of why the issue of 
childhood obesity is a public issue.  Also, students were provided with the following 
rationale developed by the American Association of Family and Consumer Sciences 
suggesting why childhood obesity should be deliberated using the constructs of a public 
forum:  
With the health of individuals and the nation threatened and choices for response 
unclear, the American Association of Family and Consumer Sciences, in partnership 
with the Charles F. Kettering Foundation, identified obesity as a compelling issue that 
is appropriate for deliberation because obesity:  (1) is of broad concern as evidenced 
by the extent of media coverage, reporting of related research and federal or state 
attention as evidenced by passage of resolutions or laws, regulations, legislative 
studies, hearings, or grants in the area; (2) demands choices but there are no clear or 
right answers.  Solutions to obesity lie in diverse fields, education, food industry, 
business, and government; (3) requires a range of people and groups to act for society 
to effectively move forward; (4) is an issue wherein new approaches need to be 
developed in order to be resolved; (5) is an issue where citizens have not had the 
chance to consider different courses of action and long-term consequences; (6) 
decisions by office holders and other leaders need to be informed by public judgment 
as well as expert views (Braun et al., 2005, p. 2) 
 
To clarify the purposes of a public forum, students were reminded that framing the issue of 
obesity can help combat the problem that researcher findings are not in the hands of citizens 
and public decision makers in a useable form (Braun et al., 2005).  Public deliberation can 
bring the public voice to decision makers in a helpful and useable way.  It can also open 
dialogue between policy makers and their constituents on an issue that has profound personal 
and societal implications on a number of outcomes, including health, psychological and 
economic (Braun et al., 2005) 
 FCCLA planning process step one:  Identify concerns.  To begin the use of the 
FCCLA planning process, students first answered the following questions related to 
childhood obesity:  (a) “What do you need to know about the problem?” (b) “Why do you 
want to help?” and (c) “What additional concerns do you have as a group?”  The goal 
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guiding each student work group focused on the construction of the best plan of action 
possible to alleviate the social issue of childhood obesity.    After discussing the previous 
questions, students brainstormed concerns and evaluated the list created.  Each group chose 
one idea or concern to work on for the remainder of the lesson.   
 FCCLA planning process step two:  Set a goal.  During this step of the FCCLA 
planning process, students reviewed the guidelines for conducting a public forum (outlined in 
“Sizing Up America Deliberation Guide” see Appendix A).  To better understand the 
information in the guide, students were divided into work groups to look over the 
deliberation guide and to become familiar with the process and positions involved.  While 
students were working, the researcher reminded the classes that each class member must be 
involved in the planning and implementation of the public forum.  As a class, students 
identified volunteers to fulfill the various roles needed for a public forum (see Appendix A).   
 FCCLA planning process step three:  Make a plan.  As a class, students created a 
workable plan for how the public forum on childhood obesity would be implemented.  
Students identified who would do what, when, why, where, and how.  For this activity 
students needed to plan how they were going to divide up the tasks to ensure quality and to 
overcome any problems they were going to potentially face.   
 FCCLA planning process step four:  Act.  To develop a better understanding of how a 
public forum is implemented, students conducted a mock forum on focusing on the issue of 
childhood obesity.  This allowed students the opportunity to practice the roles that they were 
required to assume and to become more familiar with the processes involved in deliberating a 
social issue.   
 FCCLA planning process step five:  Follow-up.  The final step of the FCCLA 
planning process is to follow-up on any actions taken.  For the purposes of this research 
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study, students used this step of the process to evaluate the experience of the mock forum by 
answering the following questions: (a) “How did your plan work?” (b) “What problems did 
you have?” (c) “How did you deal with them?” (d) “If you could do it again, what would you 
do differently?” and (e) “What did you learn about leadership by following the planning 
process steps?”   
 Ending/closure.  Lessons five and six were concluded by reviewing the key points 
associated with the lessons, such as leaders make a difference in school, family, careers, and 
community by identifying concerns, setting goals, planning, acting, and following up.   
Lesson Seven:  Enable Others to Act, What should be done about using personal leadership 
practices to encourage others to participate in discussing the issue of childhood obesity? 
 Upon completion of lesson seven, students developed shared rules for working 
together in the group and engaged in a group activity that emphasizes cooperation, trust and 
leadership.   
 Background information. To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
Collaboration improves performance.  Collaboration is the critical competency for 
achieving and sustaining high performance, especially in the Internet age.  It won’t be 
the ability to fiercely compete, but the ability to lovingly cooperate that will 
determine success. (Kouzes & Posner, 2002, p. 242).   
 
Create a climate of trust.  Trust is at the heart of collaboration and teamwork.  The 
central issue in human relationships within and outside a group is trust.  Without trust, 
you cannot get extraordinary things done (Kouzes & Posner, 2002, p. 244).   
 
Facilitate positive interdependence.  Riveting or not, Survivor, teaches all the wrong 
lessons about how to survive in the “real world”.  In the real world, if people were to 
behave as these players on television did, they’d all be dead (Kouzes & Posner, 2002, 
p. 250-251).   
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Exemplary leaders recognize that such self-serving behavior is the path to team 
dysfunction and successful leaders and team members put aside their own goals to the 
service of the greater good (Kouzes & Posner, 2002, p. 251).   
 
 Activity one.  To create group teamwork rules, students talked about the importance 
of working together as a group and were asked to think of a time when rules helped a group 
or team they were part of.  The following passage was read to students: 
If you make a mess, clean it up.  If you borrow something, return it.  If you make a 
promise, keep it.  If you start something, finish it.  If you hurt someone, apologize.  
The only person who can take responsibility for your actions is you.  No one else can 
make you on time, turn in your homework, be friendly, and play fair.  It’s up to you, 
and you alone.  Whenever you find yourself about to make an excuse or blame 
someone else for a problem, ask yourself, “Did I really do the right thing? Is there 
something I should be fixing?”  If the answer is yes, step up and fix it.  It takes a big 
person to accept responsibility without being told what to do.  You’re ready, and you 
can do it (Woods & Tiger Woods Foundation, 2000, p. 64-65). 
 
After the passage was read, students were instructed to brainstorm rules they were familiar 
with and that they thought would help their group work together.  Suggestions from the 
brainstorming session were posted on the whiteboard.  Examples included:  be on time, 
respect others’ opinions, respect others’ beliefs, try to listen carefully to all points of view, no 
put-downs, what is said here stays here, everyone gets a turn before someone gets a second 
turn to talk, and everyone has a right to pass.  As a group students identified and agreed on a 
set of rules for the group.  In small groups, students designed a pennant and motto that 
reflected the group’s rules.  Once the pennants were complete, students added their 
signatures before they displayed their projects.  For the duration of the research, each group’s 
pennant and motto remained posted.   
 Activity two.  The main focus of this activity was to challenge the large group.  As a 
whole group, students were introduced to the lesson with the following explanation: 
1. This activity is about working together as a group. 
2. Be open to new ideas without criticism. 
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3. Everyone should be allowed to express his/her ideas. 
4. You will stand shoulder-to-shoulder in a straight line. 
5. One rope will be placed in all of your hands. 
6. The goal of this activity is to make a triangle as a group. 
7. At no time are you to drop the rope or change places. 
8. Sound easy?  Oh, I forgot to tell you that you would be blindfolded.   
Once the previous instructions were given, the activity began.  Students learned that 
by listening to one another and cooperating they could come up with strategies to divide the 
line and to come together to make a triangle.  After the class met the goal, or became too 
frustrated, the researcher facilitated a discussion reflecting on the activity.  While students 
participated in the activity, the researcher took notes about the actions of the group and 
comments made by students while they worked together to figure out how to accomplish the 
goal.   
Lesson Eight:  Enable Others to Act, What should be done about working as a team to effect 
change in relation to childhood obesity, a social issue in nutrition and wellness content? 
Continuing from lesson seven objectives, upon completion of lesson eight students 
developed shared rules for working together in the group and engaged in a group activity that 
emphasizes cooperation, trust and leadership.   
 Background information. To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
Leaders know they can’t do it alone.  Leadership is a team effort.  Student leaders 
enable others to act by fostering collaboration and strengthening others.  
Collaboration is the master skill that enables teams, partnerships, and other alliances 
to function effectively.  So leaders engage all those who must make the project work 
and, in some way, all those who must live with the results.  Cooperation can’t be 
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restricted to a small group of individuals.  Leaders make it possible for everyone to do 
extraordinary work.  At the very heart of cooperation is trust.  Leaders help create a 
trusting climate.  They understand that mutual respect is what sustains extraordinary 
efforts.  When leadership is understood as a relationship founded on trust and 
confidence, people take risks; make changes; and keep programs, organizations, and 
movements alive.  Without trust and confidence, people do not take risks.  Without 
risks, there is no change.  Creating a climate in which people are involved and feel 
important is at the heart of strengthening others.  It’s essentially the process of turning 
others into leaders themselves.  Exemplary leaders use their own power in service of 
others; they enable others to act, not by hoarding the power they have, but by giving it 
away (Kouzes & Posner, 2006, p. 4-5). 
 
 Lesson activity.  For lesson eight, students participated in a foods and nutrition 
laboratory opportunity.  By creating and infusing a laboratory foods experience into the 
series of lessons, students had the opportunity to practice teamwork skills and abilities before 
the implementation of the public forum.  Depending on the classroom, various foods labs 
were organized and implemented by the researcher with assistance of the classroom teacher.   
Lesson Nine:  Encourage the Heart, What should be done about recognizing the 
contributions of others? 
Upon completion of lesson nine, students developed a better understanding of the 
various leadership practices of chefs from across the nation.  This exploration provided 
students the opportunity to recognize the contributions of others, and celebrate the values and 
victories of leaders in relation to addressing various social issues impacting individuals, 
families, and communities.   
 Background information. To introduce this lesson, students were presented with the 
following information from Kouzes & Posner’s (2006) Five Practices of Exemplary Student 
Leadership: 
Genuine acts of caring uplift the spirits and draw people forward.  Student leaders 
encourage the heart by recognizing contributions and celebrating values and victories.  
Exemplary leaders set high standards and have high expectations of their 
organizations.  Leaders also expect the best of people and create self-fulfilling 
prophecies about how ordinary people can produce extraordinary results.  By paying 
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attention, offering encouragement, personalizing appreciation, and maintaining a 
positive outlook, student leaders stimulate, rekindle, and focus people’s energies.  
Part of the leader’s job is to show appreciation for people’s contributions and to 
create a climate of celebration.  Encouragement can come from dramatic gestures or 
simple actions.  Caring is at the heart of leadership. 
 
 Lesson introduction.  Making connections to the culinary world provides students 
with real world examples of individuals making a difference in the area of foods and 
nutrition.  Many chefs across the nation and the world have used their fame and finances to 
contribute to various social issues impacting our society.  Through taking a virtual tour, 
students explored some of the different leadership practices various chefs have participated 
in.  For a list of the websites used see Appendix B.   
 Activity one.  On the board, the researcher listed definitions of hero, mentor, and role 
model.  As a large group, students suggested people that fit into each category.  A few 
examples were provided to start students’ thinking.  Once the board was full of examples of 
heroes, mentors and role models, the researcher asked students what the identified 
individuals have in common and if they all show characteristics of a leader.   
 Activity two.  As an individual, students were asked to list all of the individuals they 
could characterize as heroes, mentors, and role models.  Differing from lesson one, students 
focused on the differences among heroes, mentors, and role models.  Heroes, mentors, and 
role models can be leaders, but are not classified as leaders in all contexts.  For example, an 
individual who is considered to be a hero is a person noted for special achievement in a 
particular field.  This individual can be successful, but may or may not be considered a 
leader.  Similarly, a mentor is an individual, who is considered to be a wise and trusted 
counselor, but may or may not display leadership-related characteristics.  Each student then 
chose one person for each category from the list and wrote a short narrative explaining how 
that individual is a hero, mentor, or role model.   
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 Activity three.  Once students identified a hero, mentor, and role model they created 
an award certificate, wrote a letter, or chose another method for honoring each individual 
identified.  If the individual was a local person, students were encouraged to present the 
award, letter, or other method of recognition to the person identified.   
 Ending/closure.  To document what was learned during this lesson, students 
completed a journal entry focusing on a personal story about a time when they were (or could 
be) a hero, mentor, or role model.   
Lesson Ten:  Putting it all Together:  What should be done about childhood obesity, a social 
issue related to nutrition and wellness content, both locally and globally? 
Upon completion of lesson ten, students reflected and prepared to make a difference 
in their community.  This lesson was designed to review the five practices of leadership and 
prepare for the “Sizing Up America” public forum by planning the who, what, when, where, 
and how.  Students volunteered for the various tasks required for a public forum.  A final 
objective of lesson ten was for students to conduct the public forum.     
 Background information. To introduce this lesson, students were reminded of the 
following information from the “Sizing Up America Public Policy Deliberation Guide” 
(Braun et al, 2005, p. 1).   
Public deliberation is a means for citizens to make touch choices about the basic 
purpose and direction for their communities and country and a way of reasoning and 
talking together.  It is neither a partisan argument where opposing sides try to win, 
nor a casual conversation conducted with polite civility (Braun et al., 2005, p. 1) 
 
Deliberative forums are a safe non-partisan venue for citizens to struggle with 
challenging issues facing their communities and nation.  These forums are based on 
the idea that in a democracy citizens have a responsibility to get together to talk 
through their common concerns, to weigh possible alternative actions to address these 
problems and eventually send signals to officeholders and others about the desired 
direction for public action.  This is how a public puts its social capital to work (Braun 
et al., 2005, p. 1).   
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Deliberative action occurs when participants gain a sense of what steps may be taken 
on an issue as a result of the forum.  Many “products” or actions can result from 
forums; some can be readily observed and many cannot (Braun et al., 2005, p. 1). 
 
About 655 members of the American Association of Family and Consumer Sciences 
(AAFCS) responded to a survey to determine if they believe that obesity is a problem, 
to gather insights regarding the cause of the problem and to gather ideas regarding 
what should be done to address this problem.  Survey respondents overwhelmingly 
expressed concern for the obesity epidemic facing our country.  They offered a 
variety of suggested solutions for the problem that have implications for public 
policies that might be implemented to address this complex and challenging social 
problem (Braun et al., 2005, p. 1). 
 
Students were reminded that the public forum they hosted was a chance for them to 
contribute to the proposed solutions related to the issue of childhood obesity.  The “Sizing 
Up America Public Policy and Deliberation guide was designed to be used to conduct 
deliberative forums across the United States.  These forums were designed to discover a 
common ground on the issue of obesity.   
Before legitimate public action can be taken, the public voice must be heard.  Public 
voice includes the judgments people make about the purpose and directions of their 
communities, states, and the nation.  Public voice is obtained by carefully considering 
what people think about a given issue and further, what they want to do to address it 
with any local, state, or national action or policy.  Moving citizens to common ground 
often requires a positive catalyst.  You can be that catalyst (Braun et al., 2005, p. 1).   
 
The culminating activity for the study was the organization and implementation of a 
public forum deliberating the issue of childhood obesity in the community of the school.  
Student participants in the experimental groups were responsible for the public forum under 
guidance of the researcher.  For more information about implementing a public forum based 
on the AAFCS “Sizing Up America” framework, see Appendix A. 
 Public forum.  Ninth grade students at the five participating research sites conducted 
five public forums across Idaho.  Each site prepared for the public forum by completing the 
following tasks:  (a) establish forum dates; (b) create a task list identifying which student will 
complete what task; (c) identify snack and beverages to be served at the forum; (d) ensure 
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that each class member has read the deliberation guide; (e) prepare the meeting space 
(meeting spaces included the Family and Consumer Sciences classroom, cafeteria, or multi-
purpose room); (f) gather materials needed (posters of the three approaches or PowerPoint, 
flip charts or butcher paper, pens or pencils, and masking tape); (g) prepare name tags for 
each participant (one site created name tags in the shape of apples, others used pre-made 
nametags, and (h) market the forum (students created posters to post around the school, and 
contacted the local newspaper to invite community members).   
For the day of the forum, each site identified student greeters to welcome guests 
participating in the forum.  Other student responsibilities included room and equipment set-
up, and distribution and collection of feedback forms from participants.  Each class 
implementing a forum divided the class up into task groups.  The groups included a welcome 
and introduction group, a forum deliberation group, a reflection and conclusion to forum 
group, and a data-recording group.   
The forums conducted by the students had similarities and differences in regard to 
preparation, implementation, and results.  Similarities included assistance from the researcher 
in planning and preparation of the forum.  All forums included involvement of community 
members, family of students, faculty and staff at site, administrators (such as superintendents 
and principals), and students from other classes (such as the speech class).  All forums took 
about an hour for implementation.  Each forum integrated the three approaches to address the 
obesity issue identified by the American Association of Family and Consumer Sciences 
(AAFCS), and the forums were all student-led in regard to participation and discussion.  On 
the other hand, each forum differed on specific implementation strategies such as:  the use of 
PowerPoint to introduce and guide discussion during the forum; number of participants 
(ranged from 20 to 40 participants); and what was learned or concluded at each forum.  One 
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site incorporated a cooking demonstration presenting a healthy snack option for families.  
Discussion of what was learned and concluded as a result of the public forums is presented in 
chapter five.  
During the class period after the integrated leadership opportunity was conducted, the 
Student LPI-Self was administered by the researcher as a post-test to both the experimental 
and control groups.   
Summary of Research Procedures 
 The research process began with the collection of pre-test data through the paper-
based Student LPI-Self.  Participants in the experimental classes then completed a two-week 
unit on leadership integrated into nutrition and wellness curriculum, which culminated with 
the implementation of a public forum emphasizing the social issue of childhood obesity.  
Students in the control classes were exposed to the traditional nutrition and wellness 
curriculum unit.   At the end of the two weeks, participants in both the experimental group 
and control group completed the Student LPI-Self as a posttest.  
Data Collection 
 The Student Leadership Practices Inventory-Self (LPI) developed by Kouzes & 
Posner (2006) was used to assess students’ self-reported change in leadership practices as a 
result of participating in the curriculum and leadership opportunity (see Appendix C).  As a 
pretest and posttest measure, the Student LPI-Self was used and administered to both groups.  
The posttest instrument for both the experimental and control group also contained open-
ended questions (Part II) to obtain information on four attribute variables:  gender, number of 
work experiences, number of organization memberships, and number of leadership positions 
held.  The Student Leadership Practices Inventory-Self (Kouzes & Posner, 2006) was 
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administered to both groups during the first class period of the nutrition and wellness 
curriculum and was repeated during the last contact. 
Data Analysis 
 Responses of students on the Student Leadership Practices Inventory-Self were coded 
and entered into a computer database by the researcher.  Respondents were grouped together 
into two groups—experimental and control and analyzed as aggregates not by school or 
class.  Quantitative data were analyzed using SPSS Release 15.0 (SPSS, Inc., 2006).  At the 
beginning of each section of chapter 4, strategies for data analysis and justification for their 
use will be explained.  For all statistical analyses, a p-value of .05 or less was deemed to be 
sufficient to accept as statistically significant. 
 Four different strategies were used to analyze the data collected.  First, student 
attributes were analyzed as reported in Part II of the posttest instrument.  The experimental 
and control groups were selected because of enrollment in the Teen Living course.  
Specifically, background information focusing on the students in the experimental and 
standard groups and whether or not they differed significantly on the attributes of gender, 
number of work experiences, number of memberships in student organizations, and number 
of leadership positions held.  To determine if difference between the two groups existed, t-
tests were used.  For each t-test, data were analyzed comparing both experimental and control 
groups and male and female participants.  A p-value of .05 or less was deemed sufficient to 
accept as statistically significant.  By analyzing the data using this method, statistical 
differences can be identified based on the attributes of participants to identify if the 
experimental and control groups vary related to the identified variables. 
 Second, the Student-Leadership Practices Inventory-Self (LPI-Self) reliability and 
scores were analyzed, investigating how the reliability coefficients, means, and standard 
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deviations of the Student LPI-Self five scale scores and total test scores for the experimental 
and control groups compare with those presented by the LPI developers.  The Cronbach 
alpha reliability coefficient was used to estimate the internal consistency of the Student LPI-
Self.  The Cronbach alpha coefficient of internal consistency is a method of estimating 
instrument reliability when a response format is arranged as a midpoint continuum (rarely or 
seldom, once in a while, sometimes, very often, frequently). 
 Third, the Student LPI-Self scores and attribute variables were analyzed focusing on 
the strength of the relationship between student attribute variables and the total LPI pretest 
scores in the experimental and control groups combined.  Pearson correlation coefficients 
were used to compare the dependent variable, pretest total LPI scores along with four 
independent variables, gender, number of previous work experiences, number of 
memberships in student organizations, and number of leadership positions held. 
 Fourth, the impact of the curriculum and integrated public forum focusing on a social 
issue on the Student LPI-Self posttest scores was analyzed, “Did the students in the 
experimental leadership curriculum score significantly higher than students in the control 
group on the posttest LPI scale and total scores when controlling for pretest scores?”  Using 
the pretest LPI total and scale scores as covariates an analysis of covariance was conducted.  
This procedure allowed for the control for variables that are likely to affect variation in the 
dependent variable.  This approach was used to assess the impact of the experimental and 
control group leadership opportunity integrated curricula on the dependent variable, posttest 
LPI total score and the five scale scores, controlling for pretest LPI total and scale scores.   
Summary 
To accomplish the purpose of this study, to determine the effect of the integration of 
leadership development opportunities using a practical problem framework emphasizing 
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childhood obesity on the leadership practices of junior high school students a quasi-
experimental design was used.  Upon completion of this investigation, results of the study 
were made available to participating school districts, the Idaho Division of Professional-
Technical Education, and the American Association of Family and Consumer Sciences. 
 To study the impact of leadership integrated opportunities on the leadership practices 
of adolescents, five groups of ninth grade Teen Living students in four different schools in 
Northern Idaho were identified.   To be selected for the study, the school was required to 
have two sections of Teen Living offered to ninth grade students.  One section was used for 
the experimental group and the other for the control group.  The experimental group received 
the leadership-integrated curriculum as the research treatment, while the control group 
participated in the general nutrition and wellness curriculum without the integrated 
leadership opportunities.   
 In the context of the study, leadership development was measured in terms of scores 
on the five leadership practices selected as the content framework for the curriculum:  
Challenge the Process, Inspire a Shared Vision, Enable Others to Act, Model the Way, and 
Encourage the Heart (Kouzes & Posner, 2002).  The instrument used to assess leadership 
development within the identified context was the Student Leadership Practices Inventory-
Self.  Students participating in the study completed the Student LPI-Self as a pretest and 
posttest assessment.   
 Prior to conducting the research study, procedures and instruments used were 
reviewed by the Iowa State University Committee on the Use of Human Subjects in Research 
to comply with federal law and university policy.  The committee concluded that there were 
no risks to participants and that their rights and welfare were adequately protected by the 
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procedures to be used to assure confidentiality of the data.  To meet the objectives of the 
research study, ten procedures were followed.   
 To collect data, the Student LPI-Self was used as a pretest and posttest measure and 
was administered to both groups.  The posttest instrument for both the experimental and 
control groups also contained open-ended questions to obtain information on four attribute 
variables:  gender, number of work experiences, number of organization memberships, and 
number of leadership positions held.  Once data were collected, data analysis focused on 
student attributes, the reliability of the Leadership Practices Inventory, and the correlation 
between the pretest total LPI scores and student attributes, and the impact of the curriculum 
and integrated public forum on the LPI posttest scores.   
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CHAPTER 4:  FINDINGS 
Introduction 
The purpose of this study was determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  Specific 
objectives of the project were to: 
1.  design a leadership development curriculum that could be integrated into existing 
junior high school family and consumer sciences nutrition and wellness curriculum 
with emphasis on childhood obesity, and 
2.  conduct a formative evaluation of the curriculum by studying its impact on the 
leadership practices of junior high school family and consumer sciences students. 
The focus and purpose of the study was to assess the effects of leadership development 
opportunities integrated within a practical problem curriculum framework emphasizing 
childhood obesity as a social issue.   
 The following chapter will discuss data analysis procedures and findings for the 
current study.  To assess the impact of the integration of the leadership development 
opportunity into nutrition and wellness curriculum, responses of students on the Student 
Leadership Practices Inventory-Self were coded and entered into a computer database.  
Quantitative data were analyzed using SPSS 15.0 (SPSS, Inc., 2006).  The strategies for data 
analysis and their justification in response to the research questions will be described at the 
beginning of each section.  For all statistical analyses, a p-value of .05 or less was deemed to 
be sufficient to accept as statistically significant.   
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Data Collection 
The Student Leadership Practices Inventory-Self (LPI) developed by Kouzes & 
Posner (2006) was used to assess students’ self-reported change in leadership practices as a 
result of participating in the curriculum and leadership opportunity.  As a pretest and posttest 
measure, the LPI was used and administered to both groups.  The posttest instrument for both 
the experimental and control group also contained open-ended questions to obtain 
information on four attribute variables:  gender, number of work experiences, number of 
organization memberships, and number of leadership positions held.  Therefore, for the 
experimental group and control group, the posttest instrument included the Student LPI-Self 
instrument (Part I) and items to gather information about attributes (Part II) of the 
participants (Appendix C). 
 The Leadership Practices Inventory (Kouzes & Posner, 2006) was administered to 
both experimental and control groups during the first class period of the nutrition and 
wellness curriculum and was repeated during the last contact.   
Research Question 
The following is the research question addressed by the study: 
1. What impact does the integration of leadership development opportunities, within a 
practical problem framework emphasizing childhood obesity, have on the leadership 
development of junior high school students?  
Hypothesis 
1. Participation in a class using an experiential instructional model of teaching nutrition 
with an emphasis of childhood obesity will increase the development of leadership 
practices in junior high school students. 
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Data Analysis 
Student Attributes 
 Questions on student attributes were included in Part II of the posttest instrument (see 
Appendix C).  The experimental and control groups were selected because of their 
enrollment in a secondary family and consumer sciences course, Teen Living, at junior-
senior high schools in Northern Idaho.  To gather and analyze background information in 
relation to the attributes of students participating in the research an investigation of whether 
or not students in the experimental and control groups differed significantly on the attribute 
variables of gender, number of work experiences, number of memberships in student 
organizations, and number of leadership positions held.  To determine if differences existed 
between the two groups in these attributes the identified differences were statistically 
standardized through the use of chi-square test for gender (a categorical variable on a 
nominal level of measurement) and t-test for number of work experiences, number of 
memberships in student organizations, and number of leadership positions held.  The t-test 
was used because these variables are continuous and on an interval or ratio level of 
measurement.  
Data in Table 4 present a comparison of gender between the experimental and control 
groups.  Since the chi-square statistic, x2 (1.307) did not exceed the critical value for 0.05 
probability level (3.841), it can be concluded that there was no significant difference between 
the experimental and control groups in relation to gender.  Therefore, there was no need to 
statistically control for the effects of these differences when examining the impact of the 
integration of a leadership opportunity on the self-perceived leadership practices of junior 
high school FCS students. 
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Table 4.  Data and test of significance for number of students by gender in experimental  
   and control groups 
 
Group Males Females Total 
 
 
Experimental 
 
34 
 
63 
 
97 
 
Control 
 
42 
 
54 
 
96 
 
Total 
 
76 
 
117 
 
193 
x2=1.307 
 
Data in Table 5 present a comparison of the number of work experiences between the 
experimental and control groups.  As indicated by the p-value of .375, the means of work 
experiences of the students in the experimental and control groups were not significantly 
different.  This finding suggested that there was no need to control for the number of work 
experiences when examining the impact of the experimental leadership curriculum on the 
LPI as compared to the control group.  
Table 5.  Data and test of significance for mean number of work experiences of students  
   in experimental and control groups  
 
Group Number of 
Cases 
Mean # of Work 
Experiences 
Standard 
Deviation 
Standard Error t p 
(2-tail) 
 
Experimental 
 
97 
 
1.12 
 
.600 
 
.061 
 
.890 
 
.375 
 
Control 
 
96 
 
1.04 
 
.679 
 
.069 
  
 
 The means of memberships in student organizations either in school or after school 
for the 97 students in the experimental group and the 96 students in the control group are 
shown in Table 6.  These memberships included various community organizations such as 
church groups, Boy Scouts of America, 4-H, etc., and state and nationally recognized school 
organizations, such as Family, Career, and Community Leaders of America (FCCLA), 
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Business Professionals of America (BPA), etc.  As shown in Table 6 by a p-value of .082, 
differences between the two means were not significant, so there was no need to statistically 
control for the effects of these differences in the further analysis of data. 
Table 6.  Data and test of significance for mean number of memberships in student  
   organizations of students in experimental and control groups 
 
 
 
 
Group 
 
 
 
Number 
of Cases 
Mean # of 
Memberships in 
Student 
Organizations 
 
 
 
Standard 
Deviation 
 
 
 
Standard Error 
 
 
 
t 
 
 
p 
(2-tail) 
 
Experimental 
 
97 
 
1.29 
 
.763 
 
.077 
 
1.746 
 
.082 
 
Control 
 
96 
 
1.10 
 
.703 
 
.072 
  
 
Data presented in Table 7 for means of leadership positions in student organizations 
indicate that there was no statistically significant difference between the experimental and 
control group.  Therefore, there was no need to statistically control for these differences 
when examining the impact of experimental leadership curriculum.  
Table 7.  Data and test of significance for mean number of leadership positions  
   held by students in experimental and control groups 
 
Group 
 
Number 
of Cases 
Mean # of 
Leadership 
Positions Held 
Standard 
Deviation 
Standard 
Error 
t p 
(2-tail) 
 
Experimental 
 
97 
 
1.13 
 
.589 
 
.060 
 
-1.301 
 
.195 
 
Control 
 
96 
 
1.25 
 
.649 
 
.066 
  
 
 In summary, it was concluded that the two groups were not significantly different in 
the four attribute variables.  Therefore, further data analyses could proceed without 
controlling for any of these variables.   
LPI Reliability and Scores 
 To provide background information on the Leadership Practices Inventory and its use, 
the reliability coefficients, means, and standard deviations of the LPI five scale scores and 
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total test scores for the experimental and control groups were compared with those presented 
by the LPI developers.  The Cronbach alpha reliability coefficient was used to estimate the 
internal consistency of the Student LPI-Self.  Cronbach alpha coefficient of internal 
consistency is a method of estimating instrument reliability when the response format is 
arranged as a midpoint continuum, (i.e., rarely or seldom, once in a while, sometimes, very 
often, frequently).  According to Santos (1999), reliability is an indicator of the extent of the 
confidence that can be placed in research data resulting from using the instrument in 
question.  Gronlund & Linn (2000) suggested that a reliability coefficient above .60 is 
sufficient for research situations that can be later confirmed or reversed without serious 
consequences, as was the case in this study. 
 The reliability coefficients for the five LPI scales as reported by the developers, 
Kouzes & Posner (1995) are presented in Table 8.  The Cronbach alpha coefficients of 
reliability were based on the administration of the LPI to 6,651 respondents from a wide 
variety of professional fields and organizations.  No reliability for the total instrument was 
reported.   
Table 8.  Reliability coefficients for the five LPI scales as reported by the LPI  
developers (N=6,651) 
 
LPI scales Cronbach alpha coefficient 
 
Challenge the Process .71 
 
Inspire a Shared Vision .81 
Enable Others to Act .75 
Model the Way .72 
Encourage the Heat .85 
 
The LPI scale reliability coefficients range from .71 to .85. Using Gronlund & Linn’s criteria, 
Table 8 indicates that the items contained in the LPI are stable measures of leadership 
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practices.  The reliability of the LPI served as one reason for its selection for use in this 
study. 
 Reliability coefficients are presented in Table 9 for each of the five LPI scales and for 
the total test, based on student responses in this study to Part I of the pretest and the posttest.  
The reliability of the instrument was seen as acceptable to the purposes of this study. 
Table 9.  Cronbach’s alpha reliability coefficients of pretest and posttest LPI 
 
Cronbach alpha coefficient  
LPI scales Pretest 
N=203 
Posttest 
N=193 
Challenge the Process .77 .78 
Inspire a Shared Vision .75 .77 
Enable Others to Act .78 .78 
Model the Way .79 .79 
Encourage the Heat .76 .78 
Total .88 .91 
 
Data in Table 10 provide the means and standard deviations for each of the LPI scale 
scores as reported by the developers based on 6,651 respondents representing various 
professional fields and organizations.  The gender-ratio of this sample was not reported.  
Also, the developers did not report the mean and standard deviation for the total instrument. 
As expressed by the highest mean among the five scales on the LPI, Enable Others to 
Act, was reported as the most frequently used leadership practice.  Also, this scale had the 
lowest standard deviation, which suggests that there is the least amount of variation in 
individuals’ responses to the items for this scale compared to the responses to the items in the 
other four scales.  The scale with the highest standard deviation was Encourage the Heart, 
which suggests that the greatest variability in response was for this scale.  It was followed 
closely by Inspire a Shared Vision, Challenge the Process, and Model the Way.   
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Table 10.  Means and standard deviations for the five LPI scales reported by the LPI  
     developers (N=6,651) 
 
LPI scale Mean Standard deviation 
 
Challenge the Process 22.74 3.26 
 
Inspire a Shared Vision 20.62 3.96 
Enable Others to Act 24.81 2.91 
Model the Way 22.26 3.24 
Encourage the Heat 21.90 3.99 
 
 Data in Table 11 present the pretest and posttest mean scores, and standard deviations 
for the total number of students in the experimental group.  At the time of the pretest, 
students in the experimental group had reported using the leadership practice, Enable Others 
to Act, most frequently, followed by Encourage the Heart, Model the Way, Inspire a Shared 
Vision, and Challenge the Process.   
The pretest mean LPI scores were lower than those reported by Kouzes & Posner 
(2003) for all scales (see Table 10).  A higher mean occurred for the scale Inspire a Shared 
Vision and Encourage the Heart for the posttest of the experimental group.  All standard 
deviations of the pretest and posttest mean scores are higher (Table 11) than those found by 
the authors for all scales.  This suggests that the variability of individuals’ responses to the 
items for each scale was greater among the five scales in this study than those reported by 
Kouzes & Posner (1995).   
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Table 11.  Pretest and posttest mean scores, and standard deviations for students in the  
     experimental group (N=97) 
 
 
LPI total and Scales 
 
 
Pretest Mean 
 
Standard 
Deviation 
 
Posttest Mean 
 
Standard Deviation 
 
Model the Way 19.20 4.370 21.04 4.213 
 
Inspire a Shared Vision 18.69 5.527 20.76 5.254 
Challenge the Process 18.34 4.578 21.29 4.981 
Enable Others to Act 21.54 3.964 22.78 3.789 
Encourage the Heart 20.30 4.979 22.31 4.487 
Total 98.07 23.418 108.18 18.927 
 
 Data in Table 12 present the pretest and posttest mean scores and standard deviations 
for students in the control group.  The leadership practice reported by the pretest as most 
frequently used was Enable Others to Act.  This was followed by Encourage the Heart, 
Model the Way, Inspire a Shared Vision, and Challenge the Process.  The posttest mean 
scores on the five scales showed that the order of leadership practices was the same as that 
reportedly used at the time of the pretest.   
The pretest and posttest standard deviations of the mean scores were greater than 
those reported by Kouzes and Posner (Table 10), except for the pretest standard deviations 
for Inspire a Shared Vision and Encourage the Heart.  Lower standard deviations indicate 
less variability in the responses of the participants in the study.  All mean LPI scale scores for 
the pretest and posttest were lower for the control group than those found by the LPI 
developers.   
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Table 12.  Pretest and posttest mean scores, and standard deviations for students in the  
     control group (N=96) 
 
 
LPI total and Scales 
 
 
Pretest Mean 
Standard 
Deviation 
 
 
Posttest Mean 
 
Standard Deviation 
 
Model the Way 18.46 3.375 17.85 4.114 
 
Inspire a Shared Vision 17.55 3.814 17.78 3.913 
Challenge the Process 17.30 3.875 17.56 4.121 
Enable Others to Act 19.19 4.339 19.33 4.262 
Encourage the Heart 19.05 3.782 19.08 4.333 
Total 91.55 19.185 91.60 20.743 
  
 Therefore, based on the above findings, it may be concluded that the reliability based 
on the data from the experimental and control groups was similar to that found by the 
developers of the instrument.  Because of this evidence, the Student Leadership Practices 
Inventory-Self could be used in this study with confidence.  Students in this study were 
typical in their perception of their own leadership practices when compared to the larger 
group studied by the test developers.  
LPI Scores and Attribute Variables 
 For the current study, a comparison of the Leadership Practices Inventory Scores and 
student attribute variables was guided by analyzing the strength of the relationship between 
the student attribute variables (gender, number of work experiences, number of memberships 
in student organizations, and number of leadership positions held) and the total LPI pretest 
scores for students in the experimental and control groups combined.  This question was 
posed to evaluate the strength of the relationship of various student attributes to more 
accurately identify the implications of leadership development opportunities in secondary 
family and consumer sciences courses.  Data in Table 13 illustrate the strength of this 
relationship as indicated by tests of significance for Pearson correlation coefficients.  The 
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decision to use this test was based on the variables being interval or ratio scales of 
measurement. 
Table 13.  Relationship between four student attribute variables and LPI total pretest  
     scores of the students in the experimental and control groups combined 
 
 
Student attribute variables 
 
Pearson’s correlation coefficient 
Gender .061 
 
Number of Work Experiences .075 
Number of Memberships in Student 
Organizations 
 
.101 
Number of Leadership Positions Held .095 
 
Findings suggest a positive but not significant relationship between each of the variables and 
the LPI total pretest score.  Even though the correlation coefficient suggests a minimal 
positive relationship, the statistic is closer to no relationship than a strong positive 
relationship.  Therefore, none of the attribute variables studied was significantly related to 
LPI total pretest scores of the students in the study.  This finding leads to the conclusion that 
the attribute variables studied were not significant predictors of LPI total pretest score.  
Curriculum Impact on LPI Posttest Scores 
When considering the research question guiding the current research study, “Did the 
students in the experimental group score significantly higher on the LPI after participating in 
the experimental leadership curriculum?” paired t-tests were conducted.  The paired t-test 
was used because for this research the same subject participating in the experimental 
curriculum was tested before and after the integration of the leadership opportunity.  
Calculation was done using the posttest LPI total and scale scores paired with the pretest LPI 
total and scale scores.  When conducting a paired t-test, a comparison of two paired groups is 
done so inferences about the size of the average treatment effect can be made.  For example, 
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in pre-test/post-test studies, each subject is paired (matched) with himself or herself, so that 
the difference between the pre-test and post-test responses can be attributed to the change 
caused by taking the test, and not to differences among the individuals taking the test.  Tables 
14 and 15 present the statistical calculations for the paired samples conducted to respond to 
the fourth research question.  An initial conclusion can be made from looking at Table 14, 
that there was an increase in students’ perceived leadership practices as reported on the 
Student Leadership Practices Inventory-Self (Kouzes & Posner, 2006) based on the 
comparison of mean LPI total and scale posttest and pretest scores.  Table 14 suggests that 
those students participating in the control group had a slight decrease in perceived leadership 
practices based on the comparison of mean LPI total and scale posttest and pretest scores, but 
not significant.   
Table 14.  Paired sample statistics for the experimental group LPI total and scale posttest scores and pretest  
   total and scale scores  
 
 Mean N Standard Deviation Standard Error Mean 
Model the Way 
     Posttest 
     Pretest 
 
21.04 
19.20 
 
97 
97 
 
4.213 
4.370 
 
.428 
.444 
Inspire a Shared Vision 
     Posttest 
     Pretest 
 
20.76 
18.69 
 
97 
97 
 
5.254 
5.527 
 
.533 
.561 
Challenge the Process 
     Posttest 
     Pretest 
 
21.29 
18.34 
 
97 
97 
 
4.981 
4.578 
 
.506 
.465 
Enable Others to Act 
     Posttest 
     Pretest 
 
22.78 
21.54 
 
97 
97 
 
3.789 
3.964 
 
.385 
.402 
Encourage the Heart 
     Posttest 
     Pretest 
 
22.31 
20.30 
 
97 
97 
 
4.487 
4.979 
 
.456 
.506 
Total LPI Score 
     Posttest 
     Pretest 
 
108.18 
98.07 
 
97 
97 
 
18.927 
23.418 
 
1.922 
2.378 
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Table 15.  Paired sample statistics for the control group LPI total and scale posttest scores and pretest  
   total and scale scores 
 
 Mean N Standard Deviation Standard Error 
Mean 
Model the Way 
     Posttest 
     Pretest 
 
17.85 
18.46 
 
96 
96 
 
4.114 
3.375 
 
.420 
.344 
Inspire a Shared Vision 
     Posttest 
     Pretest 
 
17.78 
17.55 
 
96 
96 
 
3.913 
3.814 
 
.399 
.389 
Challenge the Process 
     Posttest 
     Pretest 
 
17.56 
17.30 
 
96 
96 
 
4.121 
3.875 
 
.421 
.395 
Enable Others to Act 
     Posttest 
     Pretest 
 
19.33 
19.19 
 
96 
96 
 
4.262 
4.339 
 
.435 
.443 
Encourage the Heart 
     Posttest 
     Pretest 
 
19.08 
19.05 
 
96 
96 
 
4.333 
3.782 
 
.442 
.386 
Total LPI Score 
     Posttest 
     Pretest 
 
91.60 
91.55 
 
96 
96 
 
20.743 
19.185 
 
2.117 
1.958 
 
The hypothesis guiding the current research was as follows:  participation in a class 
using an experiential instructional model of teaching nutrition with an emphasis of childhood 
obesity will increase the perceived leadership practices of junior high school students.  Based 
on the findings presented below in Table 16, the current research suggests that the integration 
of a leadership opportunity into a family and consumer sciences junior high nutrition and 
wellness curriculum increases the development of leadership practices of ninth grade 
students.  Since the significance levels for the experimental group (.003, .008, .000, .030, 
.005, .001) are less than the value of alpha (.05), the model under the null hypothesis is 
rejected and the hypothesis of real effects is accepted.  The mean difference is then said to be 
statistically significant. 
The differences between the LPI total and scale posttest scores and pretest total and 
scale scores for students in the control group are presented in Table 17.  Based on the 
findings related to the control group, the current research suggests that traditional nutrition 
and wellness curriculum does not have a statistically significant impact on ninth grade 
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students’ leadership practices.  This is evident by the mean difference reported as greater 
than the alpha (.05).    
Table 16.  Differences between the LPI total and scale posttest scores and pretest total   
     and scale scores for students in the experimental group 
 
 Paired Differences 
 95% Confidence 
Interval of the 
Difference 
 
 
 
 
 
 
Mean 
 
 
 
 
Standard 
Deviation 
 
 
 
Standard 
Error 
Mean 
 
 
Lower 
 
 
Upper 
 
 
 
 
 
 
t 
 
 
 
 
 
 
df 
 
 
 
 
 
Sig.  
(2-tailed) 
Total LPI Score 
 
10.124 27.891 2.832 4.502 15.745 3.575 96 .001 
Model the Way 
 
1.845 5.892 .598 .658 3.033 3.085 96 .003 
Inspire a Shared Vision 
 
2.0272 7.582 .770 .544 3.600 2.692 96 .008 
Challenge the Process 
 
2.948 6.751 .685 1.588 4.309 4.302 96 .000 
Enable Others to Act 
 
1.247 5.572 .566 .125 2.370 2.205 96 .030 
Encourage the Heart 
 
2.010 6.948 .706 .610 3.411 2.849 96 .005 
 
Table 17.  Differences between the LPI total and scale posttest scores and pretest total   
     and scale scores for students in the control group 
 
 Paired Differences 
 95% Confidence 
Interval of the 
Difference 
 
 
 
 
 
 
Mean 
 
 
 
 
Standard 
Deviation 
 
 
 
Standard 
Error 
Mean 
 
 
Lower 
 
 
Upper 
 
 
 
 
 
 
t 
 
 
 
 
 
 
df 
 
 
 
 
 
Sig.  
(2-tailed) 
Total LPI Score 
 
-.896 21.264 2.170 -5.204 3.413 -.413 95 .681 
Model the Way 
 
-.604 5.063 .517 -1.630 .422 -1.169 95 .245 
Inspire a Shared Vision 
 
.229 4.689 .479 -.721 1.179 .479 95 .633 
Challenge the Process 
 
.260 4.978 .508 -.748 1.269 .513 95 .609 
Enable Others to Act 
 
.146 5.205 .531 -.909 1.201 .275 95 .784 
Encourage the Heart 
 
.031 5.887 .601 -1.162 1.224 .052 95 .959 
  
Even though the experimental group received a treatment over a short period of time, 
the nature of the integrated leadership opportunity challenged students and allowed for 
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leadership roles to be assumed by all students.  Students were provided the opportunity to use 
their voices in relation to a social issue through deliberating childhood obesity with 
parents/guardians, teachers, peers, and community members.  Calculation of covariance was 
done using the pretest LPI total and scale scores as covariates.  When conducting analysis of 
covariance, variables that are likely to affect variation in the dependent variable are 
controlled.  With this being true, this approach was used to assess the impact of the 
experimental curriculum on the dependent variable, posttest LPI total score and the five scale 
scores, controlling for the pretest LPI total and scale scores.  Table 18 provides further 
information regarding the research question guiding the current study. 
Table 18.  Differences between the LPI total and scale posttest scores for students in the  
             experimental and control groups controlling for the LPI total pretest scores and  scale scores as      
             covariates.   
 
 
Covariate and Main Effect 
Sum of 
Squares 
 
df 
 
Mean Square 
 
F 
 
Sig. 
Model the Way 
Group 
Error 
744.311b 
301.805 
3269.762 
7 
1 
185 
106.330 
301.805 
17.674 
6.016 
17.076 
 
.000 
.000 
Inspire a Shared Vision 
Group 
Error 
563.213c 
266.809 
4195.264 
7 
1 
185 
80.459 
266.809 
22.677 
3.548 
11.766 
.001 
.001 
Challenge the Process 
Group 
Error 
882.169d 
344.095 
3936.494 
7 
1 
185 
126.024 
344.095 
21.278 
5.923 
16.171 
.000 
.000 
Enable Others to Act 
Group 
Error 
615.032e 
418.685 
2936.004 
7 
1 
185 
87.862 
418.685 
15.870 
5.536 
26.382 
.000 
.000 
Encourage the Heart 
Group 
Error 
706.536f 
333.552 
3568.584 
7 
1 
185 
100.934 
333.552 
19.290 
5.233 
17.292 
.000 
.000 
a. R Squared = .203 (Adjusted R Squared = .173) 
b. R Squared = .185 (Adjusted R Squared = .155) 
c. R Squared = .118 (Adjusted R Squared = .085) 
d. R Squared = .183 (Adjusted R Squared = .152) 
e. R Squared = .173 (Adjusted R Squared = .142) 
 
Findings indicated that the experimental leadership curriculum appeared to account for 12 to 
20 percent of the differences in LPI posttest scale scores between the experimental and 
standard groups.  With R Squared values ranging from .118 to .203, the conclusion can be 
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made that the experimental leadership curriculum accounted for 12 to 20 percent of the 
differences in leadership practices.  
Even though the experimental group received a treatment over a short period of time, 
the nature of the integrated leadership opportunity challenged students and allowed for 
leadership roles to be assumed by all students.  The opportunity to deliberate a social issue, 
such as childhood obesity, with parents/guardians, teachers, peers, and community members 
allowed students to communicate their stance on an important topic impacting our society.   
 In conclusion, the analysis of covariance based on the responses of all students 
revealed a significant posttest difference for the total LPI scores and the five scale scores 
between the experimental and control groups beyond those explained by the covariate pretest 
scores for the total instrument and each of the five scales respectively. 
Summary 
 As identified in the literature, research has suggested that leadership development 
starts early (van Linden & Fertman, 2003).  The capacity to understand and interact with 
peers and other leadership-related skills critical for effective leadership development mature 
during adolescence and early adulthood (Gardner, 1987).  Evidence has suggested that these 
critical skills begin to form before five years of age (van Linden & Fertman, 2003).  It is not 
possible to predict which adolescents will display exceptional leadership performance; 
therefore, support exists for the opportunity for all adolescents having the potential to lead 
(Garrod, 1988; van Linden & Fertman, 2003).  Opportunities for adolescent leadership exist 
in the workplace, family life, community and government.  Schools, community agencies, 
religious institutions, youth organizations, and sports organizations have incorporated 
leadership development in young people as a part of organization missions.  Even though 
opportunities exist, research has suggested that there is a lack of leadership programs 
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available for all adolescents (Fertman & Long, 1990; Gallaghen, 1987; Gary & Pfeiffer, 
1987; Lawson, Donant, & Lawson, 1982; Richardson & Felhusen, 1986; Ricketts & Rudd, 
2002; Stiles, 1986).  This research was guided by the need to integrate leadership 
opportunities into activities and courses that are available for all adolescents. 
 The study was designed to assess the effects of integrating a leadership development 
opportunity into a secondary family and consumer sciences course using a practical problem 
curriculum framework emphasizing childhood obesity as a social issue.  A sample of ninth 
grade family and consumer sciences student scores on the Student Leadership Practices 
Inventory-Self were analyzed to see whether there were differences between the 
experimental and control groups.  The experimental group participated in the integrated 
leadership opportunity, a public forum on childhood obesity, whereas, the control group 
completed the traditional curriculum in nutrition and wellness offered to ninth grade family 
and consumer sciences students in Idaho.   
   The Student Leadership Practices Inventory-Self (LPI) developed by Kouzes & 
Posner (2006) was used to assess students’ self reported change in leadership practices as a 
result of participating in the curriculum and leadership opportunity.  As a pretest and posttest 
measure, the Student LPI-Self was used and administered by the researcher to both groups.  
The posttest instrument for both the experimental and control group also contained open-
ended questions to obtain information on four attribute variables:  gender, number of work 
experiences, number of memberships in student organizations, and number of leadership 
positions held.   
 Data were analyzed related to one research question, along with information 
pertaining to the attributes of students and the instrument used.  First, student attributes were 
analyzed.  To determine if differences existed between the two groups the identified 
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differences were statistically standardized through the use of the t-test and chi-square test.  
Based on the findings related to student attributes, it was concluded that there was no need to 
control for the four independent variables when examining the impact of the experimental 
leadership curriculum on the Student LPI-Self as compared to the control group.   
 Based on the findings related to the reliability of the Student LPI-Self, it was 
concluded that the data from the experimental and control groups were similar to that found 
by the developers of the instrument.  Because of this evidence, the Student LPI-Self was used 
in this study with confidence.  Students in this study were somewhat atypical in their 
perception of their own leadership practices when compared to the larger group studied by 
the test developers.  Due to the pretest and posttest mean LPI scale scores for both the 
experimental and control groups resulted at higher or lower levels than those reported by the 
LPI test developers, the previous conclusion was made.   
  In relation to investigating the relationship between student attributes and the LPI 
pretest scores, findings suggested a positive but not significant relationship between each of 
the variables and the LPI total pretest score.  Therefore, none of the attribute variables 
studied were significantly related to LPI total pretest scores of the students participating in 
the study.  This finding led to the conclusion that the attribute variables studied were not 
significant predictors of LPI total pretest score.  
 Findings related to the curriculum impact on LPI posttest scores indicated that the 
experimental leadership curriculum appeared to account for the differences in LPI posttest 
scale scores between the experimental and control groups. Based on the findings of the 
current research it is evident that the integration of a leadership opportunity into a family and 
consumer sciences junior high nutrition and wellness curriculum increases the development 
of leadership practices by ninth grade students.  Since the significance levels for the 
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experimental group (.003, .008, .000, .030, .005, .001) are less than the value of alpha (.05), 
the model under the null hypothesis is rejected and the hypothesis of real effects is accepted.  
The mean difference is then said to be statistically significant. Chapter five discusses the 
results and offers suggestions for future research.   
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CHAPTER 5.  DISCUSSION, RECOMMENDATIONS, AND SUMMARY 
Introduction 
 The purpose of this study was determine the effect of the integration of leadership 
development opportunities using a practical problem framework emphasizing childhood 
obesity on the self-perceived leadership practices of junior high school students.  
Specifically, the objectives of this study were to: 
1.  design a leadership development curriculum that can be integrated into existing junior 
high school family and consumer sciences nutrition and wellness curriculum with 
emphasis on childhood obesity, and 
2.  conduct a formative evaluation of the curriculum by studying its impact on the 
leadership practices of junior high school family and consumer sciences students. 
The focus and purpose of the study were to assess the effects of a leadership development 
opportunity integrated within a practical problem curriculum framework emphasizing 
childhood obesity as a social issue.  To achieve the first objective, a research and 
development approach was used.  The impact of leadership curriculum was assessed through 
a pretest/posttest design with both experimental and control groups as data sources.  The 
experimental group received the integrated leadership curriculum, while the control group 
received the nutrition curriculum that is traditionally taught in secondary family and 
consumer sciences courses in Idaho.  The goal of this study was to develop and provide a 
curriculum model and framework that could be used by family and consumer sciences 
secondary educators throughout the United States.  The curriculum model integrated a 
leadership development opportunity into lessons developed based on a practical problem 
framework and critical science approach to childhood obesity.  Long-range outcomes of this 
study will hopefully include strengthening family and consumer sciences programs within 
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junior high schools in the State of Idaho, adolescents who are more confident in their 
leadership practices, and an overall enhanced public image for family and consumer sciences 
in Idaho.   
 Chapter two reviewed previous research conducted related to three categories in order 
to illustrate the complexities and intersections among the three.  The literature review was 
organized into the following categories:  (a) theories related to the developmental processes 
of early adolescence, (b) theories and definitions of leadership, and (c) theories and 
definitions of curriculum frameworks commonly used in the field of education in general and 
family and consumer sciences education in particular.  Chapter three described the research 
methods used in this study and chapter four reported the findings of the conducted research.
 This chapter will present a more detailed discussion of the findings of the research; 
recommendations for policy, research, and practice; and conclusions developed based on the 
conducted research.   For the benefit of the reader, a brief background for the study, 
statement of the problem, research questions, and a summary of research methods used are 
also included.  
Background for the Study 
 
Leadership development is an important, but often overlooked facet of youth 
development and education (MacNeil, 2000).  The development of adolescent leadership 
practices contributes greatly to the positive development of adolescents and their 
communities (Fertman & van Linden, 2003).  Leadership skills such as goal-setting, 
problem-solving and sound decision-making are not just necessary for leaders—these skills 
are needed for success in today’s world (MacNeil, 2000).  Helping adolescents develop 
leadership competencies prepares them to solve community problems and enhances their 
civic engagement and participation (O’Brien & Kohlmeier, 2003).   
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 Civic engagement for adolescents is a desirable activity that will strengthen our 
society and prepare youth to be good citizens in the future (Stoneman, 2002).  Adolescents 
are impacted by issues facing society differently than adults are.  Therefore, decisions made 
guiding society would be better informed if adolescents participated in the decision-making 
process.  For example, civic engagement can be used in schools, foster care, criminal justice 
systems, youth programs, drug education and prevention programs, children’s health care and 
public policy decisions, after school programs, and others.   
 Not only do adolescents need to be included in these decisions, but also attention 
needs to be given to the development of adolescents as ethical, skilled, highly committed 
young leaders willing to take on all levels of local and national responsibility for building the 
best possible society (Stoneman, 2002).  This will require a deliberative effort by adults 
generally, and family and consumer sciences professionals specifically.  Stoneman (2002) 
recommends that good leadership is needed at all levels of society beginning with 
adolescents.   
 The field of family and consumer sciences requires leadership at all levels of society 
in order to purposefully achieve its mission identified by Marjorie Brown (1985), a renowned 
scholar in FCS: 
The mission of our field is to enable families both as individual units and generally as 
a social institution, to build and maintain systems of action which lead (1) to maturing 
in self-formation and (2) to enlightened, cooperative participation in the critique and 
formulation of social goals and means for accomplishing them (p. 548).   
 
Family and consumer sciences (FCS), as part of the United States educational system, serves 
the purpose of providing learning experiences that help students explore career areas and 
prepare for employment and independent living. FCS education programs include real-life 
situations in classrooms and laboratories, as well as cooperative education and experiential 
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educational opportunities.  Curriculum in family and consumer sciences programs includes 
materials that focus on the development of basic skills, along with thinking skills, personal 
qualities, individual goals, and teamwork skills.  In addition, workplace competencies and the 
specific skill competencies required for various occupational areas are addressed, along with 
core skills that can be generalized to different life and work situations (Jenkins, 1999; Scott 
& Sarkees-Wircenski, 2001).  
 Adolescent leadership development research provides evidence there is a need for 
instructional materials to enhance leadership practices in all students, but especially in those 
students who have not had the opportunity to develop these skills (Ricketts & Rudd, 2002).  
Leadership training in family and consumer sciences programs can serve the leadership needs 
of adolescents regardless of their career objective.  Adolescents provided with leadership 
development training have the opportunity to develop interpersonal, technical and 
technological skills, competence in applying general education to the workplace, teamwork, 
and effective communication skills, all of which are required for employment.  Young 
leaders also demonstrate higher career aspirations, increased self-esteem, and improved high 
school completion rates (Bloomberg, Ganey, Alba, Quintero, & Alcantara, 2003).   
 By supporting and engaging adolescents in leadership integrated opportunities, adults, 
organizations and communities experience direct benefits, through stronger connections to 
adolescents in the community (Zeldin, McDaniel, Topitzes, & Lorens, 2001).  Adolescents 
then have a greater understanding of the problems facing other youth and society, and fresh 
perspectives for how to address these problems (DesMarais, Yang, & Farzanehkia, 2000; 
McGillicuddy, 1991; Zeldin, McDaniel, Topitzes, & Lorens, 2001).  Additionally, 
adolescents help to re-energize adults and counteract negative stereotypes of youth when they 
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are successfully engaged in leadership within their communities (Fiscus, 2003; Zeldin & 
Camino, 1999).   
 A primary concern of family and consumer sciences educators is to provide learning 
experiences that contribute to the welfare of individuals and families with a central theme 
focusing on human problems impacting society.  In developing adolescent leadership 
practices, FCS educators can address the previous goal by providing a broad context, which 
allows young people to learn and develop leadership in the real world with diverse and 
unfamiliar groups (DesMarais, Yang, & Farzanehkia, 2000; Gardner, 1990).  Also, FCS 
educators specifically and adults in general recognize and respect the knowledge, experience, 
and skills that young people have now while still challenging them to enhance these skills 
and try new things (DesMarais, Yang, & Farzanehkia, 2000).  Specifically, FCS educators 
can incorporate experiential learning projects into curriculum to address societal issues and 
the development of leadership practices.   
Statement of Problem 
van Linden & Fertman (2003) found that leadership is not a part of the average 
adolescent’s life.  This can be attributed to the fact that many adolescents are not offered the 
opportunity to lead.  They do not believe in their ability to lead, and their intense emotional 
and physical changes impact their desire to lead.  Even though adolescents may not view 
themselves as leaders and they are experiencing emotional and physical changes, leadership 
practices are evident in their everyday life.  For example, adolescents could be responsible 
for baby-sitting a sibling, working a job in a family business, and volunteering, all of which 
require the use of leadership practices on varying levels.  Adolescence is an opportune time 
to encourage young people to explore, recognize, and celebrate their leadership potential and 
abilities (van Linden & Fertman, 2003). 
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Adolescence is a time of growth and development that incorporates both challenge 
and excitement.   Not only are adolescents changing, but also the world has evolved into an 
increasingly diverse society.  In addition, technological advancement is expanding 
educational and occupational opportunities both locally and globally.  Along with the 
developmental transition and change, adolescents are faced with the decision about their 
future career goal and aspiration (Erikson, 1968; Havighurst, 1953).  As a threshold between 
various stages of change (elementary to high school, adolescence to adulthood), education at 
the junior high school level allows for a significant opportunity for students to develop 
knowledge, skills, attitudes, and awareness which are the foundation for future family and 
work life (Kerka, 2000).  
Overview of Research Conducted 
A quasi-experimental research design was used to examine the impact of leadership 
opportunities integrated within nutrition and wellness curriculum based on a practical 
problem framework emphasizing childhood obesity.  Using a quantitative research design, 
the study was designed to test whether the integration of leadership opportunities increased 
the leadership practices of adolescents in a Teen Living course.   The population for this 
study was junior high school students enrolled in Teen Living, a secondary family and 
consumer sciences course offered in Idaho during the Fall 2006 semester.  The sample 
included ten family and consumer sciences classes totaling 203 students. The students who 
participated in the course with leadership opportunities integrated within nutrition and 
wellness curriculum emphasizing childhood obesity were considered the experimental group.  
The control group received the traditional nutrition and wellness curriculum.  Based on the 
enrollment numbers at the time of the study, the control group and the experimental group 
consisted of 100 students and 103 students, respectively.  
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The treatment consisted of a two-week curriculum unit integrating the 
implementation of a public forum within a community, specifically focusing on the 
implementation of a public forum addressing the social issue of childhood obesity.  The 
American Association of Family and Consumer Sciences (Braun, Hartough, Miles, & 
Williams, 2005) created training materials for the public forum entitled “Sizing Up America 
Public Policy Deliberation Guide” (see Appendix A).  The Student Leadership Practices 
Inventory-Self (Kouzes & Posner, 2006) was used to measure the self-perceived leadership 
practices of ninth grade students before and after implementation of the nutrition and 
wellness curriculum (see Appendix C). Procedures included in this research were: selection 
of instrument to be used; gaining permission to use the Student Leadership Practices 
Inventory-Self from authors Kouzes & Posner (2006) (see Appendix D); permission to 
conduct study from the Iowa State University Institutional Review Board (IRB), participating 
schools and teachers, and parent/guardians of students; development of curriculum; 
identification of experimental and control groups; administration of the pretests; teaching of 
the curriculum; implementation of the public forums on childhood obesity; administration of 
posttests; and analysis and interpretation of data.  The previous research procedures were 
implemented to investigate the following research questions.   
Research Question 
The research question addressed by the study was: 
1. What impact does the integration of leadership development opportunities, within a 
practical problem framework emphasizing childhood obesity, have on the leadership 
development of junior high school students?  
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Hypothesis 
 Participation in a class using an experiential instructional model of teaching nutrition 
with an emphasis of childhood obesity will increase the development of leadership 
practices in junior high school students. 
Research Methodology 
This study is considered a quasi-experimental study comparing junior high school 
students in Northern Idaho who participated in the nutrition and wellness curriculum with the 
integration of leadership development opportunities with students who did not participate.  
The treatment variable consisted of leadership development opportunities integrated into 
nutrition and wellness curriculum offered to junior high school students in Teen Living 
courses in Idaho.  The independent variables are gender, number of work experiences, 
number of memberships in student organizations and number of leadership positions held.   
Student leadership practices, measured by the Student Leadership Practices Inventory-Self 
(Kouzes & Posner, 2006), serve as the dependent variable collected through a pretest/posttest 
format. 
In this study curriculum content was designed based on the research of Kouzes & Posner 
(2003) who developed five leadership practices: Challenge the Process, Inspire a Shared 
Vision, Enable Others to Act, Model the Way, and Encourage the Heart.  Using the 
Leadership Challenge framework, lessons were developed which integrated the American 
Association of Family and Consumer Sciences’ Sizing Up America: Public Deliberation 
Guide (Braun, et. al, 2005).  By using the two resources as a framework for lesson plan 
development, students in the experimental group were provided the opportunity to use 
leadership practices to deliberate their position on an issue directly impacting their 
generation.   
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 The curriculum was implemented in five secondary family and consumer sciences 
classrooms in Northern Idaho.  Each site participating was required to have two sections of 
the family and consumer sciences course offered.  One section served as the experimental 
group, receiving the leadership integrated curriculum, and the other a control group 
participating in the typical FCS nutrition and wellness curriculum.  The curriculum unit 
consisted of ten lessons.  Each lesson required one-to-two class periods depending on the 
length of class time, student participation level, and other unplanned events that occur in a 
secondary education setting.   
 Before and after the implementation of the curriculum, students in the experimental 
and control groups completed the Student Leadership Practices Inventory-Self (Kouzes & 
Posner, 2006).  This assessment of program impact was conducted with family and consumer 
sciences students who enrolled in Teen Living, a secondary family and consumer sciences 
course offered in Idaho.  One hundred-three students participated in the experimental group; 
one hundred students participated in the control group receiving the traditional curriculum.  
At the time of the posttest, the experimental group consisted of ninety-seven students and the 
control group ninety-six students.  This change occurred due to fluctuation in course 
enrollments at the beginning of the school year.   
 The Student Leadership Practices Inventory-Self (LPI) developed by Kouzes & 
Posner (2006) was used as a pretest and posttest measure for both the experimental and 
control groups to assess students’ self-reported changes in leadership practices.  Information 
was gathered from both groups on four attribute variables:  gender, number of work 
experiences, number of memberships in student organizations, and number of leadership 
positions held.  Thirty-nine percent of the participants were male with 61% being female. 
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 Quantitative data were analyzed using SPSS, Release 15 (SPSS, Inc., 2006).  First, to 
determine if differences existed between the experimental and control groups, student 
attribute variables were analyzed using t-tests to statistically standardize any identified 
differences.  To estimate the internal consistency of each of the five LPI pretest and posttest 
scales and the total LPI-Self, Cronbach’s alpha coefficient of reliability was used.  Pearson’s 
correlation coefficient was used to determine the strength of the relationship between the 
student attribute variables collected in relation to total LPI-Self pretest scores of both groups.  
Finally, the analysis of covariance was used to determine whether students in the 
experimental leadership integrated curriculum group scored significantly higher than students 
in the traditional family and consumer sciences course on the posttest LPI scales and total 
scores, when controlling for pretest scores.   
Summary of Research Findings 
Design of the research focused on answering one research question.  Prior to the 
analysis of data relating to the research question, background information relating to student 
attributes and the Student Leadership Practices Inventory-Self was gathered and analyzed. 
First, student attributes were explored by examining how the  experimental and control 
groups differed based on the attribute variables of gender, number of work experiences, 
number of memberships in student organizations, and number of leadership positions held.  
For the t-tests conducted to analyze this information, the p-values indicated students in the 
experimental and control groups did not differ significantly on the four attribute variables.  
From this analysis it was concluded that the two groups were not significantly different based 
on attribute variables and further data analysis could proceed without controlling for any of 
these variables.   
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 Second, the reliability coefficients, means and standard deviations of the LPI five 
scales and total test scores for the experimental and control groups were compared to those 
presented by the LPI developers.  Kouzes & Posner (1995) documented the responses of 
6,651 participants representing various professional organizations and fields.  From their 
research, reliability coefficients of .71 to .85 were found.  The reliability coefficients for this 
study ranged from .75-.79 for the pretest and .77-.79 for the five scales on the posttest.  For 
the purposes of this study, the reliability coefficients were deemed acceptable and were 
similar to the coefficients identified by the LPI developers.   
 In conclusion, the attribute variables were not significant predictors of the LPI pretest 
total score generated by analyzing the strength of the relationship between the three student 
attribute variables and total LPI pretest scores for all students in the experimental and control 
groups combined.  Findings revealed no significant correlation between student attributes and 
the LPI pretest scores.  From this statistical analysis, a conclusion could be made that 
leadership can be developed in students even if they do not participate in student 
organizations.  If students are afforded the opportunity and motivated to use leadership 
practices, their potential for successful leadership development can increase.   
 Findings related to the curriculum impact on LPI posttest scores indicated that the 
experimental leadership curriculum appeared to account for 12-20 percent of the difference 
in LPI posttest scale scores between the experimental and control groups.  Other occurrences 
that could have accounted for the majority of the difference could include the personality of 
the teacher and researcher, the motivation of students in the experimental group, and the 
relevant nature of the topic presented.  Based on the findings of the current research it is 
evident that the integration of a leadership opportunity into a family and consumer sciences 
junior high nutrition and wellness curriculum increased the development of leadership 
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practices by ninth grade students.  The hypothesis (participation in a class using an 
experimental instructional model of teaching nutrition with an emphasis on childhood obesity 
will increase the development of leadership practices in junior high school students) guiding 
the research was accepted based on the findings from paired t-tests and the analysis of 
covariance.  Along with the analysis conducted using paired t-tests, analysis of covariance 
was performed to test the difference between LPI total and scale posttest scores for the 
experimental and control groups controlling for the LPI total pretest scores and scale scores 
as covariates.  The analysis of covariance based on the responses of all students revealed a 
significant posttest difference for the total LPI scores and the five scale scores between the 
experimental and control groups beyond those explained by the covariate pretest scores for 
the total instrument and each of the five scale scores.   
Upon completion of data analysis, significance levels for the experimental group from 
the paired t-test and analysis of covariance (.003, .008, .000, .030, .005, .001; .000, .001, 
.000, .000, .000, .000) are less than the value of alpha (.05).  The first series of significance 
levels comes from the paired t-test and provides values for the findings relating to total LPI 
scores and the five LPI scale scores for the experimental group, respectively.  Significance 
levels in the second series represent the findings from the analysis of covariance representing 
the five LPI scale scores and LPI Total scores for the experimental group, respectively.  The 
model under the null hypothesis is rejected and the hypothesis of real effects is accepted.  
The mean difference is then said to be statistically significant.  Discussion related to each 
area of data analysis is presented in the following section.   
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Discussion 
Student Attributes 
Gender.  It was found that the ten Teen Living classes participating in the conducted 
research did not vary significantly based on student attributes.  In relation to gender, in the 
experimental group there were 34 males and 63 females totaling 97 students.  The control 
group consisted on 42 males and 54 females with a total of 96 students. Similarly, Kouzes 
and Posner (2006) found that when using the Student LPI-Self students’ perceived leadership 
practices were independent of various demographic variables such as gender.   Similarly, 
Pugh (2000) found that findings in relation to the study of students’ perceived leadership 
practices using the Student LPI-Self were not based on gender.  Several researchers (Torres 
& Cano, 1995b; McBride, 2000; Corral-Verdugo, 1993) also found no significant differences 
for the effect of gender on leadership practices using categorical data analysis.  
Work experience.  In regard to number of work experiences, the differences between 
the two groups were not significant, but it is important to consider the leadership 
opportunities work experiences can provide to adolescents.  van Linden & Fertman (2003) 
suggested that jobs can provide many opportunities for adolescents to develop leadership 
skills by requiring adolescents to be responsible for various work-related tasks.  Even though 
it may be difficult for them to take advantage of such opportunities (transportation to and 
from, time available to work, child labor laws, etc.), jobs available to adolescents often 
require minimal skills and little creativity (van Linden & Fertman, 2003).  Furthermore, van 
Linden & Fertman (2003) elaborated that adolescents frequently find jobs they do have 
boring, make poor decisions, and end up leaving after a short period of time (anywhere from 
a few days to a few weeks).  Family and Consumer Sciences teachers can and do enrich these 
leadership opportunities by integrating into classroom experiences the knowledge, skills and 
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responsibilities required to gain employment.  Card (2004) stated that leadership, honesty, 
responsibility, and respect are an integral part of FCS curriculum offered to secondary 
students.  Lessons presented in the FCS classroom simulate real-world settings and activities 
such as creating a small business (Card, 2004).   
Memberships in student organizations. As professional-technical education programs in the 
state of Idaho are considered, much of the leadership development in our students occurs as a 
result of participation in youth organizations.  Because of this finding referred to in the 
review of literature, it was important to assess whether or not there were differences or a 
significant correlation between perceived leadership practices of adolescents and the number 
of memberships in student organizations.  The current research concluded two things:  (1) 
that there were no significant differences between the experimental and control groups based 
on number of memberships in student organizations, and (2) there was no significant 
correlation between perceived leadership practices and the number of memberships in 
student organizations by participants.  Further, Wingenbach & Kahler (1997) illustrated that 
“…students at the secondary level could increase their leadership practices in 
communications, decision-making, getting along with others, learning management of self, 
understanding self, and working with groups by participating in a combination of youth 
leadership organizations in school and/or community activities” (p. 19).  The current research 
was based on the hypothesis that formal curricular instruction of leadership is presumably the 
missing piece of a strong family and consumer sciences secondary program.    
Leadership positions held.  As referred to in the literature reviewed for this research, 
leadership programs that currently exist have traditionally focused on developing leadership 
potential for certain student populations (Fertman & Long, 1990).  The current research 
found no significant differences between the experimental and control groups based on the 
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number of leadership positions held and the correlation between student perceived leadership 
practices and the number of leadership positions held.  By providing the opportunity for all 
adolescents to lead, adolescents develop leadership competencies, which will prepare them to 
solve community problems; enhance their civic engagement and participation, and prepare 
them for the world of work (O’Brien & Kohlmeier, 2003). 
Curriculum Impact on LPI Posttest Scores 
Based on the findings of this research study, it was concluded that the integrated 
leadership opportunity increased students’ perceived leadership practices.  The current 
research provided a means for FCS educators, including the researcher, to deliberately make 
available to adolescents the opportunity to be involved in civic engagement activities.  As 
referred to in the literature guiding this study, civic engagement for adolescents is a desirable 
activity that will strengthen our society and prepare youth to be good citizens in the future 
(Stoneman, 2002).  Adolescents are impacted by issues facing society differently than adults, 
therefore, decisions made guiding society would be better informed if adolescents 
participated in the decision-making process.   
 Not only do adolescents need to be included in these decisions, but also attention 
needs to be given to the development of adolescents as ethical, skilled, highly committed 
young leaders willing to take on all levels of local and national responsibility for building the 
best possible society (Stoneman, 2002).  This will require a deliberative effort by adults 
generally, and family and consumer sciences professionals specifically.  Stoneman (2002) 
recommends that good leadership is needed at all levels of society beginning with 
adolescents.   
The field of family and consumer sciences requires leadership at all levels of society 
in order to purposefully achieve its mission. Family and consumer sciences (FCS), as part of 
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the United States educational system, serves the purpose of providing learning experiences 
that help students explore career areas and prepare for employment and independent living. 
FCS education programs include real-life situations in classrooms and laboratories, as well as 
cooperative education and experiential educational opportunities.  Curriculum in family and 
consumer sciences programs includes materials that focus on the development of basic skills, 
along with thinking skills, personal qualities, individual goals, and teamwork skills.  In 
addition, workplace competencies and the specific skill competencies required for various 
occupational areas are addressed, along with core skills that can be generalized to different 
life and work situations (Jenkins, 1999; Scott & Sarkees-Wircenski, 2001).  
For the purposes of the conducted research, students experienced curriculum using a 
critical science approach and practical problem framework.  Specifically, curriculum created 
using this approach seeks to prepare individuals to examine personal social problems and to 
take reasoned and justifiable action based on the social justice values of equity, sharing, 
personal dignity, security, freedom, and caring (Sirotnik, 1991).  Students in the experimental 
group were guided through the process of examining the social issue of childhood obesity in 
the context of the nutrition and wellness curriculum required in Teen Living courses in 
Idaho.  Students were presented with a practical problem framework, which used a problem 
orientation to think about family and consumer sciences content (specifically nutrition and 
wellness) in view of concerns facing individuals and families over time (Hultgren & 
Wilkosz, 1986, p. 142).  The practical problem posed to students consisted of a question 
asking, “What should be done about childhood obesity, a social issue impacting our 
community and society? 
Because family and consumer sciences professionals are seeking ways to justify the 
existence of secondary FCS programs, the integration of leadership provided a unique means 
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to that end.  As MacNeil (2000) communicated, leadership development is an important, but 
often overlooked facet of youth development.  Not only do employers desire an able 
workforce that is capable of leadership related skills, but also adolescent leadership 
development contributes greatly to the positive development of adolescents and their 
communities (Fertman & van Linden, 2003).  The leadership framework integrated into 
nutrition and wellness curriculum encouraged students to make connections between real life 
issues and what they as individuals can do to reduce the impact of that issue.  Students 
realized the power of their personal voice and experimented with engaging in civic 
discussions and discourse.  Each experimental group, located in different communities in 
Northern Idaho, considered the specific characteristics of their community when deliberating 
the social issue.   
The communities involved in the research study ranged from a small rural community 
with a population of about 780 people to a large community of about 35,000 people.  This 
demographically diverse representation led to recommendations for action that were both 
similar and different.  For example, students in the larger community made recommendations 
for action related to gym memberships and the purchase of organic foods and supplements, 
whereas, students in the rural community recommended a community walk to raise 
awareness and the development of activities for elementary age students incorporating 
exercise and healthy eating.  When discussing and deliberating social issues with junior high 
school students, it is important to develop their awareness of how different contextual factors 
impacting various communities will lead to varying solutions for each community.  As 
evidenced by the solutions suggested by each site, it can be recommended that in future 
research students’ awareness of identified solutions in other communities be developed.  
Students could then gain greater understanding of the differences that exist between 
 158 
communities and the potential for developing a variety of methods to solve a social issue 
impacting many communities.   
The framework that was used to integrate leadership into the secondary FCS 
classroom is transferable to other issues impacting society.  For example, students could 
deliberate on the issues of hunger both locally and globally; eating disorders and the impact 
on young people, identity theft, and poverty both locally and globally to name a few.   As 
stated by Hultgren & Wilkosz (1986), the practical problem framework seeks to develop 
autonomous, responsible individuals and families who are able to engage in proactive 
behavior related to various issues (p. 145).  When used as a model, individuals, families and 
communities can be stimulated to engage in problem solving and practical reasoning related 
to issues in their communities (Hultgren & Wilkosz, 1986).  This was evidenced by the 
outcomes of each public forum conducted by junior high students in Northern Idaho.   
Lessons learned.  As a result of the conducted forums, students and participants 
learned and generated a number of conclusions.  Based on the three approaches identified by 
AAFCS (prevent the obesity epidemic, change our lifestyle, and protect your pocketbook), 
participants of the forums concluded that the best approach to address the obesity issue was 
prevention of obesity through nutrition and wellness education.  Students and participants 
both thought more education should be provided to the general public through workshops 
and presentations led by both students and community members who specialize in nutrition 
education.  Also, one community concluded that the facilities available for wellness and 
recreation needed to be updated and open to the public.   
 Participants at one of the five public forums concluded that the solution to obesity in 
general, and childhood obesity specifically, needed to incorporate all three solutions 
recommended by AAFCS.  First, they suggested that prevention of childhood obesity would 
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reduce future cases of obesity.  Those who currently struggle with the effects and realities of 
obesity would benefit most from (a) changing their lifestyle, (b) increasing insurance 
premiums for those who are obese and (c) increasing costs for health care for those 
considered obese.  Adults were less likely to agree with this conclusion because they are 
more aware of the realities associated with health care costs.   
 Individuals who participated in all of the public forums reported that their 
involvement in public policy before this opportunity was minimal, their expected 
involvement in public policy after this forum increased, and as a result of the forums they 
were thinking differently about the issue of obesity.   
Recommendations 
 The following recommendations are made for the implementation of the leadership 
integrated curriculum unit emphasizing a social issue in family and consumer sciences 
secondary courses and directions for policy, research, and practice: 
Policy 
 Civic engagement represents an important vehicle in promoting positive development 
among youth (Balsano, 2005).  Several studies on civic engagement among high school and 
college students have shown that civic engagement can promote experiences and behaviors 
that positively impact youth’s personal development, social development, and their future 
occupational aspirations and accomplishments (Balsano, 2005).  Even though the research 
reviewed by Balsano (2005) focused on civic engagement and high school and college 
students, evidence provided from the current research illustrates the opportunity and benefits 
for early adolescents to be involved in the process.  Overall, youth who are civically engaged 
tend to have an increased sense of their own competencies, be more internally driven to get 
involved in prosocial activities, and have higher self-esteem (Balsano, 2005).  Also, civically 
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engaged youth were more likely than youth who were not to have a higher internal locus of 
control and to show a higher level of comfort resolving social and interpersonal issues 
(Balsano, 2005).   
 Youth involvement in civic engagement and public policy matters provides benefits 
for society.  For example, where there is a dynamic relation between youth civic engagement 
and movement toward a more civil society, youth’s positive development and civic 
engagement have been viewed as playing an important role in “educating, organizing, and 
taking actions on issues of social justice” (Evans & Prilleltensky, 2005, p. 409).  Lerner 
(2004) suggested that youth engagement in public policy is crucial to the survival of a 
democratic system and the protection of civil society.  Further, Roulier (1998) explained that 
youth civic engagement and positive youth development that is supported by it, may 
represent the key parts of the social capital that strengthens civil society by serving as the 
currency of a healthy community. 
 In regard to policy, adults (FCS teachers, parents/guardians, community members, 
etc.) need to overcome the notion that we can make decisions that affect youth without 
including youth in the process; that youth are not concerned about the world around them; 
and that youth are too immature to be involved in decision-making processes at the local, 
national, and international levels.  The opposite is true. All youth need to be viewed as 
resources, as unique carriers of information about the state and needs of the local young 
population as potential “community mappers” in participatory, community-based initiatives 
aimed at challenging local obstacles to civic engagement (Kirshner, 2003; Balsano, 2005).      
In conclusion, integrated opportunities similar to the model for the current research 
should be implemented into family and consumer sciences classrooms.   The model presented 
in the current research integrated a civic engagement activity emphasizing the social issue of 
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childhood obesity and allowed for adolescents to use leadership-related skills to conduct a 
public forum.  The public forum served as a vehicle for youth and adults to discuss the issue 
together and identify possible solutions and strategies collaboratively.  By providing this 
opportunity for youth and adults through family and consumer sciences secondary classroom, 
greater visibility and justification for FCS curriculum could exist.  Not only will the 
profession of Family and Consumer Sciences benefit, but the contribution of youth to public 
policy efforts will lead to more informed decisions made at the local, state, national, and 
international levels.  Further research needs to be conducted related to civic engagement 
opportunities integrated into family and consumer sciences secondary courses at the junior 
high and high school levels.   
Research 
The following list of recommendations are made focusing on research-related 
opportunities that should be investigated in future studies: 
1. Researchers should continue to investigate the relationship between leadership 
development and family and consumer sciences secondary courses.  
2. Researchers should conduct a qualitative analysis of an integrated leadership 
opportunity with emphasis on a social issue such as a public forum, in family and 
consumer sciences curriculum.  By doing so, more information could be provided on 
the various themes discovered related to the integration and feedback from students, 
parents/guardians, teachers, and community members in regard to the effectiveness 
and importance of leadership development opportunities integrated into FCS 
curriculum. 
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3. Even though this study reported an increase in students’ perceived leadership 
practices, future research should be conducted implementing a similar model to the 
current research, but be conducted over a longer period of time.   
4. Conduct research to investigate the impact implementing leadership integrated 
opportunities into the secondary family and consumer sciences classroom has on 
postsecondary family and consumer sciences students’ leadership practices.    
5. Investigate the perceptions of policy makers’ views and perceptions of family and 
consumer sciences in relation to leadership development to identify possible 
marketing and recruitment strategies for college and university family and consumer 
sciences programs.   
Practice 
The following are recommendations based on practice in family and consumer sciences 
education: 
1. Publicize and use the curriculum nationally to further develop the leadership of 
family and consumer sciences secondary students. 
2. Use leadership education to frame various social issues impacting our society in 
general, and adolescents specifically, to increase junior high school students’ 
awareness and involvement in potential alternatives to the issue.   
3. Integrate leadership opportunities into current family and consumer sciences 
curriculum to develop and strengthen the ability of adolescent learners to display the 
five practices of leaders created by Kouzes & Posner (2003):  Challenge the Process, 
Inspire a Shared Vision, Enable Others to Act, Model the Way, and Encourage the 
Heart.   
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4. Connect students in secondary family and consumer sciences classrooms to efforts 
led by the American Association of Family and Consumer Sciences, such as public 
policy forums.  This connection would be made though the integration of materials 
developed by professionals into secondary classroom experiences in family and 
consumer sciences.   
5. Implement curriculum unit into family and consumer sciences classrooms across the 
state of Idaho and in other states to increase awareness of social issues impacting 
society and to encourage the development of possible alternatives to those issues 
identified.   
6. Integrate leadership development into family and consumer sciences secondary 
courses across all grades rather than as an add-on.  Further connections between 
secondary family and consumer sciences courses, Family, Career, and Community 
Leaders of America National Programs, and the American Association of Family and 
Consumer Sciences can be facilitated through the leadership curriculum to allow for 
increased understanding and use of leadership practices in student attitudes and 
behaviors.   
7. Initiate networking opportunities for postsecondary family and consumer sciences 
students with secondary family and consumer sciences teachers and students to 
develop collaborative projects incorporating leadership opportunities and the framing 
of various social issues impacting local, state, national, and even global populations.   
8. Maintain and expand the web-based curriculum materials available to FCS teachers, 
which present leadership development integrated opportunities in various secondary 
family and consumer sciences content areas. 
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9. Conduct research to investigate the impact implementing leadership integrated 
opportunities into the secondary family and consumer sciences classroom has on 
postsecondary family and consumer sciences students’ leadership practices.    
Summary 
 Studies devoted to the topic of adolescent leadership development are limited.  Key 
research (Boyd, 2001; Bloomberg, Ganey, Alba, Quintero, & Alcantara, 2003; DesMarais, 
Yang, & Farzanehkia, 2000; Gardner, 1990; Garrod, 1988; Fiscus, 2003; MacNeil, 2000; 
O’Brien & Kohlmeier, 2003; van Linden & Fertman, 2003; Zeldin & Camino, 1999) does 
suggest the need and opportunity for the development of adolescent leadership potential.  
This research study of adolescent leadership development integrated within family and 
consumer sciences curriculum provided an innovative approach to increasing adolescents’ 
leadership practices.  Specifically, this research connected junior high family and consumer 
sciences students to a national effort guiding individuals, families, and communities in the 
deliberation of public policy approaches addressing the issue of childhood obesity.  The 
American Association of Family and Consumer Sciences, with support from the Kettering 
Foundation, developed a framework for deliberating the issue of childhood obesity in a group 
setting.  Students participating in the research used the guide to conduct a public forum in 
their community.   
 To study the impact of leadership integrated opportunities on the leadership practices 
of adolescents, five groups of ninth grade Teen Living students in four different schools in 
Northern Idaho were identified.   To be selected for the study, the school was required to 
have two sections of Teen Living offered to ninth grade students.  One section was used for 
the experimental group and the other for the control group.  The experimental group received 
the leadership-integrated curriculum as the research treatment, while the control group 
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participated in the general nutrition and wellness curriculum without the integrated 
leadership opportunities.   
 In the context of the study, leadership development was measured in terms of scores 
on the five leadership practices selected as the content framework for the curriculum:  
Challenge the Process, Inspire a Shared Vision, Enable Others to Act, Model the Way, and 
Encourage the Heart (Kouzes & Posner, 2002).  Students participating in the study 
completed the Student LPI-Self as a pretest and posttest assessment. 
Findings led to the conclusion that the hypothesis guiding the conducted research 
(participation in a class using an experiential instructional model of teaching nutrition with 
an emphasis of childhood obesity will increase the development of leadership practices in 
junior high school students) was accepted.  As a result of the research, recommendations in 
relation to policy, research and practice were made.  The conducted research provides 
evidence that family and consumer sciences secondary courses afford adolescents the 
opportunity to increase their leadership practices.     
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